Teacher Interventions in the Peer Conflicts of Preschool Children: The Effects of Children's Age and Conflict Behavior by Chen, Dora Wu
Title of Dissertation: 
ABSTRACT 
TEACHER INTERVENTIONS IN THE PEER 
CONFLICTS OF PRESCHOOL CHILDREN: 
THE EFFECTS OF CHILDREN'S AGE AND 
CONFLICT BEHAVIOR. 
Dora Wu Chen, Doctor of Philosophy, 1998 
Dissertation directed by: Dr. Greta G. Fein, Professor 
Department of Human Development 
The frequency, latency and strategies of teacher intervention in the peer conflicts 
of 2, 3, and 4 year-olds were examined in relation to the age of children and their 
conflict behaviors in the naturalistic classroom setting during freeplay time. 400 
children from 25 classrooms (eight 2 year-old, nine 3 year-old, and eight 4 year-old 
classrooms) were videotaped for up to two 5-minute time blocks. Only the first peer 
conflict event generated by each target child observation was included in the analysis. 
Of the 400 children observed, 322 generated a conflict event. Teachers intervened in 
31 . 4% of these events. While the issues, insistence and resolution of conflict 
significantly changed with children' s age, the incidence and escalation of conflict, as 
well as child solicitation of teacher assistance did not. Although significant age effects 
were found for the frequency and latency of intervention, teacher intervention strategies 
were not affected by the children's age or specific child conflict behaviors. Mediation 
strategies were infrequently used, especially with 4 year-olds. Additional analyses 
revealed that teachers ' level of education and the NAEYC accreditation status of the 
centers are significant predictors of teacher strategy. Problems for future investigation 
are described. 
TEACHER INTERVENTIONS IN THE PEER CONFLICTS OF 
PRESCHOOL CHILDREN: 
THE EFFECTS OF CHILDREN'S AGE AND CONFLICT BEHAVIORS 
by 
Dora Wu Chen 
Dissertation submitted to the Faculty of the Graduate School of the 
University of Maryland, College Park in partial fulfillment 
of the requirements for the degree of 
/ :' I'., 
Advisory Committee: 
Dr. Greta G. Fein, Chair 
Dr. Richard Jantz 
Dr. Brenda Jones 
Dr. Melanie Killen 
Dr. Elisa Klein 
Dr. Joan Lieber 
Doctor of Philosophy 
1998 
(' I 




Dora Wu Chen 
1998 
UMI Number: 9908928 
Copyright 1998 by 
Chen, Dora Wu 
All rights reserved. 
UMI Microform 9908928 
Copyright 1998, by UMI Company. All rights reserved. 
This microform edition is protected against unauthorized 
copying under Title 17, United States Code. 
UMI 
300 North Zeeb Road 
Ann Arbor, MI 48103 
ACKNOWLEDGMENTS 
I wish to express my deepest gratitude to my advisor, Dr. Greta Fein, whose 
wisdom, insight, patient guidance, understanding, and support has enabled me to meet 
this tremendous challenge with determination. I also wish to express my appreciation to 
Dr. Melanie Killen, whose work has inspired me in the study of young children's 
conflict, and to the other members of my committee, Dr. Richard Jantz, Dr. Brenda 
Jones, Dr. Elisa Klein, and Dr. Joan Lieber, whose critique and suggestions helped me 
greatly in completing this dissertation. 
I extend special thanks to my coders, Alicia Ardilla and Julia Keener, for their 
commitment and hard work; to Dr. Hak-Ping Tam, for his consultation with the 
methodology; and my friends, Marie De Lorenzo, Lois Groth, Karen Murphy, Phyllis 
Matthews, Clarice Ollenshaw, Harriet Oliver, and Geri Spriggs, whose good humor and 
encouragement throughout the years kept me going. To the directors, parents, children, 
and especially teachers at the centers that were a part of this study, I extend my deepest 
appreciation. Without their cooperation, openness and warm support, this study would 
not have been possible. 
Finally, I wish to thank my parents, Sumo and Grace Wu, who gave me faith 
and taught me to always aim high. I thank my husband, Chen, who has encouraged me 
to pursue this degree. Most of all, I wish to thank my daughter, Nicole, whose unusual 
maturity and independence beyond her years has enabled me to devote much of my time 
and energy to the completion of this project. 
ii 
TABLE OF CONTENTS 
List of Tables . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . vn 
List of Figures . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . v111 
Chapter 1. The Problem.. . . .... . ... . ... . ..... .. . ........ . .... . ... . ...... . ......... 1 
Rationale...... . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 
Teacher strategies . , . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 4 
Young children's conflicts and conflict resolution... ..... .. 6 
Teacher interventions in children' s conflicts... . . . . . . . . . . . . . . 1 O 
Conclusions about age-related changes in the nature of 
teacher interventions in preschool children's 
conflicts ..... . ............................ . ........ .... .... . 16 
Statement of the Problem.......... ... ..... . .. .... ......... ...... . . .. ... .. 18 
Statement of the Purpose ................... . ......... . ......... ..... . .... 19 
Hypotheses . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 20 
Chapter 2. Methods and Procedures................ ... .... . ... . ................. 28 
Research Design . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 28 
Site Recruitment and Selection . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ... 29 
Participants ... . . ....................... . . .. ............. . . . ..... . .. ....... .. 31 
Procedure...... . ..... .. ............... .. .... ... .... ........ . . . .. ... ... ... .. . 33 
Measures . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 7 
Child conflict measures... . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 7 
Teach er measures. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 3 9 
Teacher and Center variables ............. ... ............................. 40 
Coding of Videotaped Segments .. .... . . .... . .... .. ... ....... ...... ...... 41 
Chapter 3. Results .. . . . ..... . ....... . ... .... . .... ... ............ . . ..... ........ .. ... 43 
Children' s Conflicts and Conflict Resolution .... .... . . .... . ......... .. 44 
Teacher Interventions in Children's Conflicts........ . ................ 53 
Teacher Background, Center Accreditation Status, and 
Teacher Intervention ... .. ... . ....... ..... . ... ... ...... . ..... ...... 59 
Chapter 4. Discussion .. . .. . ......... . ........ . . . .. ....... . ...... . ....... ..... ...... 63 
Children's Conflicts and Conflict Resolution .. . .. .. .... . . ... ......... 64 
Teacher Interventions in Children's Conflicts .... ...... ............... 66 
Teachers' Background and Center Accreditation Status...... .. . . ... 72 
Questions for Further Investigation ....... . ..... . . . ......... .. . .. ..... .. 74 
Conclusions and Implications for Practice . . . . . . . . . . . . . . . . . . . . . . . . . . . . 77 
Ill 
Appendixes . .. .. . ... ... . .. .. .... . .. .. . ..... . . · .. .... . . .. . .. . .. . .. .. ..... ... 78 
Appendix A: Recruitment Letters . . . .. . . . .. .. . ... . ...... . .. .. . . . . ....... 79 
Center Recruitment Letter .. . . .. . . .. . . ..... . ... ... . . . .. ... ... . . ... 80 
Teacher Recruitment Letter . . . . . . . . . . . . . . . . . . . . . . . . . . . .... . ... . .. 81 
Child Recruitment. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 82 
Appendix B: Consent Forms . ....... . .. . ...... . .. . .... . . . .. .. . . . . . . .. . ... . 83 
Center Consent Form. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 84 
Teacher Consent Form . . ..... . . .. . .. . . . . . ... ... .... . ... .. . . ...... 85 
Child Consent Form.. .. ... . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 86 
Appendix C: Center Survey Form. . .... .. . .. .. . .. . .......... . . . ... .. . .. 87 
Appendix D: Racial Composition and Percentage of Return of Consent 
Forms of Children and Teachers by Age Groups . ..... .. . .... 91 
Appendix E: Center Profiles . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 92 
Appendix F: Videotaping Manual .... .. . .. . . . . ... . .... .. . . .. . . . .. . . . .. . 93 
Appendix G: Randomly Ordered List of Children for Video 
Taping . .... . .. .. . ... . ...... .. .... . .... . ......... .. 99 
Appendix H : Conflict Coding Manual ... . ... . . . . . . . . . .. ... ..... . ... . . 100 
Appendix I: Summary of Kappa Scores and Percent Agreement 
for Intercoder Reliability. . . . . . . . . . . . . . . . . . . . . . 107 
Appendix J: Definition of Terms .. . . . .. . . ..... . .. . . .. .. . .. .. . .. . .. . . .. 108 
Appendix K: Breakdown of Conflict Events......... ... ..... . . . ... .. . 112 
Appendix L: 
I. Correlations Between Subscales for Teacher 
Background Variables and the Frequency, Latency, 
and Strategies of Teacher Intervention for All 
Teachers in the Study . ........... . . . . . . . .. . .. . .... .. ..... . 113 
II. Correlations Between Subscales for Teacher 
Background Variables and the Frequency, Latency, 
and Strategies of Teacher Intervention for Teacher-
Intervened Conflicts ........ . ..... . .. . . ... .. . .. .... . ..... 114 
IV 
Appendix M: Review of the Literature ............. . . ........... . .. . ... 115 
Appendix N: Tables . . .. ... .. . . ......... . ... .... . . . . . . ..... .. . . .. ... . .. .. .. 153 
Table 1. Comparison of the Incidence, Issues, Insistence, 
Escalation, Solicitation, and Resolution of Conflict 
Across 3 Age Groups .................. .. ...... . ...... . 154 
Table 2. Means and Standard Deviations for the Levels of 
Insistence of Escalated and Non-escalated Events 
Across the 3 Age Groups (N = 322) ...... ... .. ....... 155 
Table 3. Means and Standard Deviations for the Levels of 
Insistence of Teacher-Intervened Escalated and 
Non-escalated Events Across the 3 Age Groups 
(N=lOl) ..... .... .... .. . . ... . .......... . ......... . ..... 156 
Table 4. Percentages of the Frequency and Strategies of 
Intervention, and the Means and Standard 
Deviations for the Latency oflntervention Across 
the 3 Age Groups ..... . ...... . .. ... . ... . ......... . .... . . 157 
Table 5. Means and Standard Deviations for the Latency 
of Teacher Intervention for Escalation, Solicitation, 
and Issues of Conflict Across the 3 Age Groups ... 158 
Table 6. Logistic Regression Table for 3 Teacher 
Background Variables and Teachers' Use of 
Mediation Strategies ..... . ..... . ... .. . . ..... . .. ........ 159 
Table 7. Distribution of the Frequency of Mediation 
Strategies Used by Teachers in the Centers ........ 160 
Table 8. Comparison of the Percentage of Mediation 
Strategies in Accredited and Non-accredited 
Centers. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 160 
Table 9. Frequencies of Conflict for Selected Studies With 
Children 5 Years and Under... ...... . ... . ........ .. 161 
Table 10. Selman's Negotiation Strategies by Developmental 
L~cl ........ .. .. .. . . ... .. ... ... . .. .. .. .... . ........... . 1~ 
V 
Table 11 . Variations in the Setting, Operational Definition 
of Conflict Used, Method of Examining the Role 
of the Teacher, and the Observed Frequency of 
Teacher Intervention .... . .... . . . .. . . .... . . ... . .... . ... 163 
Table 12. Comparison of the Frequency of Intervention 
Findings With Respect to the Methods of Data 
Collection, Age of Children, and the Frequency of 
Conflicts Among Studies of the Teacher' s Role in 
Naturalistic Classroom Settings .... .. . . .. . . .. . .. .... 164 
References ..... . .. . . 165 
VI 
• 
LIST OF TABLES 
I . Comparison of the Incidence, Issues, Insistence, Escalation, Solicitation, 
and Resolution of Conflict Across 3 Age Groups ...... ........ .... .... .. ........ 154 
2. Means and Standard Deviations for the Levels of Insistence of Escalated 
and Non-escalated Events Across the 3 Age Groups (N = 322) .. ...... . .. . . . . 155 
3. Means and Standard Deviations for the Levels oflnsistence of Teacher-
Intervened Escalated and Non-escalated Events Across the 3 Age Groups 
(N = 101) ..... .. . . .. ..... ... . .. ... ... .. ... . . . . ..... .. .. ...... .. .............. .......... . 156 
4. Percentages of the Frequency and Strategies oflntervention, and the 
Means and Standard Deviations for the Latency of Intervention Across 
the 3 Age Groups .... . ... . ..... . .............. . . ........... . ........ . ........... . .... . 157 
5. Means and Standard Deviations for the Latency of Teacher Intervention for 
Escalation, Solicitation, and Issues of Conflict Across the 3 Age Groups ... . 158 
6. Logistic Regression Table for 3 Teacher Background Variables and 
Teachers ' Use of Mediation Strategies ................. . ........ . ............. .... 159 
7. Distribution of the Frequency of Mediation Strategies Used by Teachers 
in the Centers .. .... . ..... . ... ............ ........... . .... .... .. .... .. ....... ....... .. . 160 
8. Comparison of the Percentage of Mediation Strategies in Accredited and 
Non-accredited Centers .. . ........... . ............... .. . ............ .. ..... ....... . . 160 
9. Frequencies of Conflict for Selected Studies With Children 5 Years and 
Under. .. . .... .. . .... . ......... .......... . .. . ..... ....... . . ... . .... . ..... .......... . ... . 161 
l O. Selman' s Negotiation Strategies by Developmental Level ..... . . . . . . . . . . . . . . . 162 
11 . Variations in the Setting, Operational Definition of Conflict Used, 
Method of Examining the Role of the Teacher, and the Observed 
Frequency of Teacher Intervention .. . ......... ....... ........ .. . .. . ...... .... ..... 163 
I 2. Comparison of the Frequency oflntervention Findings With Respect to the 
Methods of Data Collection, Age of Children, and the Frequency of 
Conflicts Among Studies of the Teacher' s Role in Naturalistic Classroom 
Settings. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 164 
vii 
LIST OF FIGURES 




The important and unique contributions of peer social interactions to children's 
long term development has been recognized by researchers and educators from a 
variety of specialty areas within the field of early childhood education (De Vries & 
Zan, 1994; Fein & Schwartz, 1986; Hay, 1984; Kamii & DeVries, 1993; Killen & 
Nucci, 1995; Kostelnik, Soderman, Whiren & Stein, 1993; Mize & Ladd 1990· 
' ' 
Pflaum, 1986; Polland, 1990; Selman, 1980; Slaby, Roedell, Arezzo & Hendrix, 1995). 
Recent interest has focused on peer conflict and its contributions to the development of 
morality, autonomy and social competence. Since one particular aspect of moral 
knowledge concerns how others ought or ought not to be treated (Helwig, 1995), these 
researchers propose that peer conflicts provide natural opportunities for children to 
develop conflict resolution skills that recognize and appreciate the perspectives of 
others (DeVries, Reese-Learned & Morgan, 1991 ; DeVries & Zan, 1994; Hartup, 
Laursen, Stewart & Eastenson, I 988; Killen & N aigles, 1995; Killen & Turie1, 1991; 
Puttallaz & Sheppard, 1992; Shantz & Shantz, 1985). 
Peer conflicts are defined in the research literature as events in which one 
person protests, retaliates, or resists the actions of another (Hay, 1984; Shantz, 1987a). 
Conflicts are frequently occurring social events in the group Jives of young children 
(Genishi & DiPaolo 1982· Killen & Turie1, 1991 ; Shantz, 1987a). Although most 
' ' 
researchers agree that children's development of conflict resolution ski11s is influenced 
by their direct experiences with peers, teachers are also thought to play a significant 
role (Genishi & DiPaolo, 1982; Goncu & Cannella, 1996; Hay, 1984; Killen & Turie1, 
1991 ; Killen & Nucci, 1995). Teacher behavior constitutes an important element of 
the day care setting especially given the substantial amount ohime that young children 
are currently spending in child care centers (Holloway & Reichhardt-Erickson, 1988). 
Increasing our knowledge of how teachers intervene in children's conflicts by 
identifying aspects of teachers' behaviors that may nurture the development of conflict 
resolution skills is one way of deepening our insights into children's development in 
this area (Holloway & Reichhardt-Erickson, 1988; Killen & Turiel, 1991). 
Although suggestions and strategies for teacher intervention in children's peer 
interactions have been offered by a number of educators and researchers (Britz & 
Richard, 1992; DeVries & Zan, 1995; Dinkmeyer, McKay & Dinkmeyer, 1980; 
Kostelnik, Soderman, Whiren & Stein, 1993; Kreidler, 1984; Slaby, Roedell, Arezzo & 
Hendrix, 1995; Waite-Stupiansky, 1997; Wolfgang & Wolfgang, 1995; Zimmer, 
1993), few empirical studies have examined teacher behaviors when conflicts occur in 
the preschool classroom (Bayer, Whaley & May, 1995; Goncu & Cannella, 1996; 
Killen & Turiel, 1991 ; Kemple, David & Hysmith, 1996; Russon, Waite & Rochester, 
1 991). Thus, the main purpose of this study was to investigate the way teachers 
intervened in the peer conflicts of children between 2 and 4 years of age. A number of 
studies suggested that variables such as the level of education, years of experience, and 
the type of education affect the way teachers interact with children (Berk, 1985; Hayes, 
Palmer & Zaslow, 1990; Howes, Whitebook & Phillips, 1994; Kemple, David & 
Hysmith, 1996). However, they disagreed on which of these variables are better 
predictors of teacher effectiveness. Further, there is no evidence regarding the 
contributions of these variables to teachers' conflict interventions. This study therefore 
2 
also explored the confounding effects of teachers' educational background, work 
experience, the type of training, and center accreditation status to the incidence, latency 
and strategy of teachers ' conflict intervention. 
Another problem concerns the course of preschoolers' conflicts. Research on 
young children's conflicts has revealed important and fairly consistent information 
about the incidence, issues, behaviors, and resolution outcome of preschoolers ' 
conflicts (Bakeman & Brownlee, 1982; Camras, 1984; Eisenberg & Garvey, 1981 ; Hay 
& Ross, 1992; Genishi & Di Paolo, 1982; Killen & Naigles, 1995; Killen & Turiel, 
199 1; Puttalaz & Sheppard, 1992; Mize & Ladd, 1990; Ross & Conant, 1992; Vespo 
and Caplan, 1993). This research suggests that children ' s conflict behavior changes 
with age. If teachers' response to children' s conflicts vary as a function of children's 
age, they might be responding to changes in the behavior of the children. However, 
the developmental changes in the conflict behaviors of preschool children have not yet 
been systematically examined. Thus, this study also examined the relationship 
between the age of children between 2 and 4 years and the incidence, issues, behaviors, 
and the resolution outcome of their conflicts. 
Rationale 
Children' s social and cognitive abilities have been found to change with 
increasing age (Astington, 1993; Dunn, 1987; Selman, 1980). Between the ages of 2 
and 5, children 's ability to understand the causal link between the intention of an act 
and its outcome is likely to increase (Astington, 1993; Dunn, 1987), along with an 
ability to use more complex reasoning to evaluate social situations (Crane & Tisak, 
1995). Children's ability to "think about absent and hypothetical situations" also 
3 
increases, although their understanding of desires in terms of actions and consequent 
outcomes is still limited (Astington, 1993, p. 49). Rather than realizing that they can 
cause change in the world to bring about what they desire, the world is still seen as 
having to meet their desires (Astington, 1993; Bartsch & Wellman, 1995). However, 
increasing mastery of expressive / oral language between 2 and 5 years (Dunn & 
Slomkowski, 1992; Pflaum, 1986), combined with an increasing ability to understand 
their own intentions and to understand and anticipate the intentions of others 
(Astington, 1993; Dunn, 1987), enables preschoolers to more effectively communicate 
their own intentions and manipulate situations ( e.g., teasing and appealing to adults for 
assistance) to achieve their own needs and wants. By adapting their methods of 
conflict intervention to these developmental changes, some educators propose that 
teachers can facilitate young children's development of effective conflict resolution 
strategies and to move them gradually toward higher levels of interpersonal negotiation 
strategies (Bredekamp, 1987; DeVries & Zan, 1995; Killen & Nucci, 1995). 
Teacher strategies 
In the early childhood curriculum literature, there are strong theoretical 
arguments for the use of mediating / facilitative strategies for teacher intervention in 
children's conflicts (Bredekamp, 1987; Britz & Richard, 1992; De Vries & Zan, 1995; 
DeVries, Haney & Zan, 1991; Hay, 1984; Killen & Turiel, 1991; Kostelnik, Stein & 
Whiren, 1988; Pope, 1986; Waite-Stupiansky, 1997). Such strategies are in keeping 
with a constructivist perspective, which view conflict and its resolution as an important 
part of the curriculum rather than as a problem to be managed (DeVries & Zan, 1995). 
Social conflicts are viewed as opportunities for children to advance their thinking and 
4 
social skills by recognizing the perspectives of others and for developing mutually 
agreeable solutions to problems (De Vries & Zan, 1995). Some researchers suggest 
that opportunities to communicate and interact with others contribute to children's 
development of social understanding and communicative competence. Teachers in 
classrooms dominated by mediation strategies "advocate a process of teachers assisting 
children in identifying the problem, legitimizing feelings relative to the issue, 
promoting the generation of possible solutions and the determination of a mutually 
agreeable solution, and implementing that decision" (Bayer, Whaley & May, 1995). 
Consistent with Vygotsky's theory of the zone of proximal development and 
related notions of scaffolding as a way to facilitate children's development (Tudge & 
Rogoff, 1990), some educators and researchers emphasize the importance of varying 
the degree of guidance according to the needs and abilities of the children involved 
(Killen & Nucci, 1995), thereby reflecting sensitivity to children's developmental 
abilities (Bredekamp & Copple, 1997). Within the context of peer conflicts, helping 
children understand the intentions of others and learn to coordinate their own needs 
and intentions with those of others, require teacher strategies which foster the type of 
peer interaction and exchange that promote the growth of this understanding. 
Mediation strategies thus fall along a continuum of directiveness, ranging from the 
suggestion of words to use to resolve a conflict, to the provision of 'supportive 
presence' (Kemple, David & Hysmith, 1996). Thus, the role of the teacher here is one 
of mediator, and solutions to conflicts are ultimately determined by the children. By 
contrast, cessation strategies focused on the external management of conflict in order 
to terminate it. Solutions to conflicts are thus, adult generated and determined. 
5 
Although the use of mediation strategies are recommended by many early 
childhood educators, the extent to which they are actually used in the preschool 
classroom have not been investigated. Thus, the primary purpose of this study was to 
investigate changes in teachers' intervention strategies for children between 2 and 4 
years. However, in order to better interpret teacher behavior, it is necessary to 
examine, in a single study, age-related changes in children's peer conflicts. To track 
developmental changes in children' s conflict, the effects of age on the incidence, 
issues, behavior, escalation, solicitation of teacher assistance, and outcomes of the 
resolution of conflict were examined. Whether teacher intervention strategies are 
associated with children's conflict behaviors and the issues of conflict were also 
examined. Teacher background variables (the level and type of education, and years of 
experience teaching in early childhood settings) and center accreditation status were 
also examined as additional predictor variables for teacher intervention. 
Young children's conflicts and conflict resolution 
The increasing recognition by educators that peer conflict may be an important, 
perhaps necessary, contributor to moral and social development has encouraged an 
increase in studies of children's social conflicts and adult responses to these conflicts 
(De Vries & Zan, 1995; Hay, 1984; Killen & Turiel, 1991; Shantz, 1987a). However, 
developmental changes in the conflict behaviors of preschool children have not yet 
been systematically examined. Research on young children's conflicts has revealed 
important and fairly consistent information about the incidence, issues (the originating 
topic of dispute such as physical or psychological harm, distribution of resources, 
play/ideas or social convention), behaviors, and resolution outcome of children's 
6 
conflicts (Bakeman & Brownlee, 1982; Camras, 1984; Eisenberg & Garvey, 1981 ; Hay 
& Ross, 1992; Genishi & Di Paolo, 1982; Killen & Naigles, 1995; Killen & Turiel, 
1991 ; Puttalaz & Sheppard, 1992; Mize & Ladd, 1990; Ross & Conant, 1992; Vespo 
and Caplan, 1993) Less certain, however, is the relation between the age of children 
within the 2 to 4 year range and the incidence, issues, behavior (level of insistence on 
own wants and needs), escalation (whether a conflict event became more intense as the 
argument continues) and resolution of children's conflict, and solicitation of teacher 
assistance. 
Age and the duration and incidence of conflicts. Children's conflicts are 
relatively brief (Dawe, 1934; Eisenberg & Garvey, 1981 ; Hay & Ross, 1982). In one 
study the average duration was 23.63 seconds for 2 to 5 year-olds (Dawe, 1934). Only 
13 of 200 conflicts were 1 minute or more in duration. 
Conflicts are also fairly infrequent (Hay, 1984; Hay & Ross, 1982; Shantz, 
1987). The observed incidence of children's conflicts in the naturalistic classroom 
setting varied from study to study depending on the age group studied and the method 
of data collection. Bayer, Whaley and May (1995) reported 1 every 2.63 minutes for 
infants and toddlers. Others reported 1 every 3 .3 minutes (Genishi & DiPaolo, 1982) 
and 8.26 to 9 .34 minutes for three and four year-olds (Killen & Turiel, 1991). 
Bakeman and Brownlee's ( 1982) investigation of age differences in possession 
conflicts revealed that toddlers averaged 1 conflict every 6.5 minutes while preschool 
children averaged 1 every 12.5 minutes . Thus, the overall frequency of conflicts 
appears to be higher for 1 and 2 year-olds than for 3 and 4 year-olds. However, this 
shift is gleaned from different studies using different observation procedures. Missing 
7 
are data from a single study spanning the entire 2 to 4 age range. These data are 
needed to confirm an apparent decline that mark either the emergence of conflict 
reducing social skills and dispositions or a shift in the issues that might produce 
conflict. 
Age and the issues of children's conflicts. Object-oriented conflicts concerning 
the distribution ofresources (violation chum-taking or sharing) is the most common 
issue of conflict for preschool children in the United States (Corsaro & Rizzo, 1990; 
Hay, 1984; Killen & Turiel, 1991 ). One study reported that its incidence is higher for 
younger (1 to 2 year-olds) than for older (3 to 4 year-olds) children (Bakeman & 
Brownlee, 1982). Hay' s (1984) review of other studies of preschool children's 
conflicts suggest an increase in the incidence of other, more socially-oriented issues of 
conflicts such as those involving the nature of and access to play, claims about 
opinions and beliefs (Corsaro & Rizzo, 1990; Shantz & Shantz, 1985), those involving 
psychological harm (teasing), physical harm (pushing, hitting, biting, kicking) and 
social order such as classroom rule violations (Killen and Turiel, 1991 ). 
Age and the insistence of conflict behavior. Conflict resolution behaviors can 
be categorized according to the extent of insistence. Insistent behaviors are those that 
reflect lower levels of interpersonal understanding and ability to coordinate the 
perspectives, needs and wants of the self with that of others (Eisenberg & Garvey, 
1981 ; Hay & Ross, 1982; Selman, 1980). Levels of insistence range from non-
insistence (use of justifications and reasoning and other collaborative, conciliatory 
gestures such as apologizing, compromising, and negotiating), to low-insistence (use of 
passive ignoring), moderate insistence (use simple assertions and commands, 
8 
solicitation of peer or adult interventions), and high insistence (use of physical force, 
and the infliction of physical harm). Most studies of children's conflicts indicate that 
between 1 l /2 and 5 years of age, there is a decrease in the incidence of more insistent 
conflict behaviors and an increase in less insistent, more collaborative conflict 
behaviors (Camras, 1984; Caplan, 1991; Dunn & Munn, 1987; Hay & Ross, 1982; 
Laursen & Hartup, 1989; Phinney, 1986; Sackin & Thelen, 1984). 
Age and conflict escalation. Certain behaviors, such as insistence during 
conflict, tend to elicit more insistent behaviors from the partner, thus, escalating the 
conflict (Eisenberg & Garvey, 1981 ; Hay & Ross, 1982; Perry, Perry & Kennedy, 
1992). The combination of insistence and escalation lead to difficulties in the "meeting 
of minds" (Shantz, 1987b) and thus, less likelihood that conflicts will be resolved by 
the children. It may be that the lack of effective communication of intentions, needs 
and wants in these insistent behaviors makes the reaching of compromise and 
conciliation difficult (Genishi & DiPaolo, 1982). On the other hand, non-insistent 
behaviors involving non-coercive reasoning, compromising, and negotiative strategies 
that offer the partner more detail about the perspective of the speaker and what 
resolutions the speaker may find reasonable are less likely to escalate the conflict 
(Eisenberg & Garvey, 1981 ; Genishi & DiPaolo, 1982; Killen and Naigles, 1995; Ross 
and Conant, 1992; Shantz, 1987b ) . 
Previous research does not provide data about whether age is associated with 
likelihood of escalation of conflicts. Teachers may respond to escalated conflicts and 
high levels of insistence with cessation strategies aimed at stopping the conflict. In 
contrast, non-escalated conflicts may elicit the use of mediation strategies or non-
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intervention from teachers . If these behaviors change with age, this change might 
encourage teachers to use more mediation strategies in their intervention. 
Age and the resolution of conflict and solicitation of teacher assistance. 
Insistence and escalation may lead to tattling or direct solicitation of teacher assistance. 
When things are not going their way, some children will resort to reporting the conflict 
to the teacher, increasing the likelihood of teacher intervention. Russon, Waite, and 
Rochester's (1990) study of infants and toddlers' peer conflicts indicates that events 
that elicited teacher intervention were negative ones. These include conflicts over 
objects and caregiver attention, aggression, and protests/ crying. The same study also 
found that infants and toddlers solicited 42.5% of all teacher interventions, and that 
infant solicitation was 80% effective in achieving teacher intervention. However, 
whether these data apply to older children is not known from previous research. 
Types of conflict resolution (topic dropped, child-resolved or adult-solved) 
have been found to differ according to the issue of conflict. In the naturalistic 
classroom freeplay setting, adults generate more solutions to conflicts stemming from 
physical harm than from psychological harm, the distribution of resources, and rights 
to space and materials (Killen & Turiel, 1991 ). However, no studies have examined 
the resolution of conflict in relation to the age of children. 
Teacher interventions in children's conflicts 
Although age-related changes in the incidence, issues, insistence and escalation 
of conflict are suggested by previous research, these changes have not been 
documented in a single study spanning the 2 to 5 year-old age range. If the incidence, 
issues, and behaviors of conflict change with the age of children, then teachers' 
10 
intervention strategies might also change. However, little is known about the way 
teachers intervene in the peer conflicts of younger children across these formative 
years . 
The frequency and latency of teacher interventions. Several studies have 
investigated the frequency of teacher interventions in children's peer conflicts in 
classroom settings (Bakeman & Brownlee, 1982; Bayer, Whaley & May, 1995; Killen 
& Turiel, 1991 ; Russon, Waite & Rochester, 1990). The frequency ofteacher 
interventions ranged from 20% to 49.3% for infants and toddlers (Bakeman & 
Brownlee, 1982; Bayer et al, 1995; Russon et al, 1990), to 11 % to 38% for children 
between 3 and 5 years (Bakeman & Brownlee, 1982; Killen & Turiel, 1991 ). These 
studies differed in the methods of data collection and operational definition of conflict. 
Nevertheless, percentages across the different studies indicate a lower intervention 
frequency for older preschool children than for infants and toddlers, suggesting the 
possibility that teachers ' intervention is affected by the age of the children. However, 
with the exception ofBakeman and Brownlee' s (1982) study of the possession disputes 
of toddlers and preschoolers, the frequency of teacher intervention as a function of age, 
has not been examined in a single study. Whether teachers respond more slowly to the 
conflicts of younger than older children, and whether they respond more rapidly to 
conflicts involving more insistent resolution behaviors is not known. 
In some classrooms, teachers often do not intervene in children' s conflicts. The 
Japanese nursery schools studied by Lewis (1984) represent this as a strategic approach 
to conflict intervention. Teachers in those programs are less interested in stopping 
aggression than in developing children' s own ability to stop aggression. They often 
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encourage children to manage their own and other children's problems without teacher 
intervention. Although a number of researchers recommend that teachers should 
abstain from intervening when possible since engagement in the process of conflict 
resolution is a valuable experience for children's social and moral development 
(Corsaso & Rizzo, 1990; Genishi & Di Paolo, 1982; Killen & Sueyoshi, 1995; Lewis, 
1984), little is known about the incidence and consequences of non-intervention in 
preschool classrooms. 
Types of teacher intervention strategies. Most studies of teachers' contributions 
to children's developing conflict resolution skills focus on the effects of adult presence 
or absence on the outcomes of children's peer conflict resolution (Besevegis & Lore, 
1983; Hay & Ross, 1982; Killen & Turiel, 1991). Only two studies examined more 
closely the nature of teacher intervention strategies on the promotion of children's peer 
interactions during peer conflicts (Bayer, Whaley & May, 1995; Russon, Waite & 
Rochester, 1990). 
A third study by Kemple, David and Hysmith ( 1996) examined the frequency 
of several teacher intervention strategies which, theoretically, promote, disrupt, or 
restrict children's peer interactions in general. The effects of these teacher intervention 
strategies on children' s actual peer interactions were not examined. In these three 
studies, teachers' intervention strategies were observed either in infant / toddler or in 
preschool and kindergarten classrooms. No single study observed teachers in 
classrooms spanning the entire age range from 2 to 4 years. 
In this research, two main types of conflict intervention strategies were 
identified: mediation and cessation. These strategies differ according to the ownership 
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of the conflict resolution (whether children resolved the conflict with or without 
teacher assistance, or the teacher solved it for them). 
Mediation strategies refer to interventions that focus upon helping the 
conflicting parties resolve and learn to resolve their own conflicts. Resolution within a 
mediation strategy is ultimately child-determined, with the teacher's direct or indirect 
assistance. On the other hand, cessation strategies refer to interventions that focus 
upon the external management of conflict situations by stopping conflicts, telling the 
children to stop fighting /arguing, telling or directing them on what they should do, or 
by removing the source of conflict for the children involved. When the focus of 
intervention is on the behaviors which lead to harm, hurt, and violation of rules for 
example, the tendency is for teachers to equate the conflict with inappropriate 
behaviors and to associate it with a generally negative experience for children (Shantz, 
198 7 a; Shantz, 198 7b). Such conflicts tend to be terminated by the teacher who 
functions as judge or umpire. Solutions to conflicts are teacher-generated and children 
are not typically involved in the resolution process. The difference between mediation 
and cessation strategies lies in the ownership of the outcome of conflict resolution. 
The use of these strategies depends on the developmental level and age of the 
children involved. Since children's conflict behaviors are age-related (Carnras, 1984; 
Caplan, 1991; Dunn, 1987; Dunn & Munn, 1987; Hay & Ross, 1982; Laursen & 
Hartup, 1989; Phinney, 1986; Sackin & Thelen, 1984), teachers' use of these strategies 
may also depend on the type of conflict behavior shown by children during a given 
peer conflict event. 
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Mediation strategies by teachers may yield more mature conflict resolution 
behavior in children. In a study comparing the behaviors of teachers and children from 
different types of kindergarten programs, children from the constructivist classroom, 
where teachers' use of mediation strategies predominated, are more collaborative in 
their conflict resolution behaviors and used higher levels of negotiation strategies than 
those from the classroom in which cessation strategies predominated (DeVries, Reese-
Learned & Morgan, 1991). 
The two key dimensions within a developmentally appropriate practice 
framework (as outlined in a set of guidelines set forth by The National Association for 
the Education of Young Children, aimed at improving the quality of care and education 
for young children in group settings) are age appropriateness and individual 
appropriateness (Bredekamp & Copple, 1997). Teachers should not only be responsive 
to developmental and individual differences in their curriculum planning, but also as 
they interact with children (Bredekamp & Copple, 1997). Thus, just as teachers can be 
expected to vary the frequency and latency of conflict intervention according to the age 
of the children, they can also be expected to vary their conflict intervention strategies. 
When intervening in the conflicts of 2 year-olds with limited abilities to 
understand their own desires and intentions in relation to that of others', cessation 
seems to be a logical method of intervention. Younger preschool children' s belief that 
others must meet their desires (Astington, 1993; Bartsch & Wellman, 1995), along 
with a limited ability to communicate intentions, could mean that their conflicts are 
more dominated by acts of physical insistence such as taking, tugging, pulling, 
grabbing, and even hitting. In addition, when their first attempt at getting what they 
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want fails, they usually "have very few, if any, alternative strategies to fall back on" 
(Slaby, Roedell, Arezzo, & Hendrix, 1995, p. 101). Teachers may respond to these 
behaviors with cessation strategies 
On the other hand, when intervening in the conflicts of older preschool children 
with increasing abilities to understand their own desires and intentions in relation to 
that of others, mediation seems to be an appropriate method of intervention. Three and 
four year-olds ' increasing abilities to understand the causal link between the intention 
of an act and its outcome (Astington, 1993; Dunn, 1987), along with their increasing 
ability to use complex reasoning to evaluate social situations (Crane & Tisak, 1995) 
and to communicate their intentions, could mean that their conflicts involve fewer acts 
of physical insistence such as taking, tugging, pulling, grabbing, and even hitting, and 
more acts of yielding, compromising, and negotiating. Teachers may respond more 
frequently with mediation strategies to assist and consolidate this process of conflict 
resolution. 
Cessation strategies were the predominant ones used in infant and toddler 
classrooms (Bayer, Whaley & May, 1995; Russon, Waite & Rochester, 1990). 
Preschool teachers intervened more frequently to promote communication than did 
kindergarten teachers and they also used more redirections (Kemple, David, & 
Hysmith, 1996). The percentage of cessative, directive/restrictive strategies from the 
Bayer et al. (1995) infant/toddler study was 72%. Kemple et al. (1996) reported 37% 
in preschool and kindergarten, suggesting a drop with age. It must be noted though, 
that Kemple et al. ( 1996) examined teacher intervention strategies in terms of the 
broader context of facilitating general peer interactions and not peer conflicts per se. 
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However, these results, taken together with those from Russon et al. (1990) and Bayer 
et al. ( 1995), point to the possibility that teachers vary their intervention strategies 
according to the age of children involved. One purpose of the present study was to 
examine thi s possibility. 
Conclusions about age-related changes in the nature of teacher interventions in 
preschool children's conflicts 
Conclusions from previous studies about the effects of children 's age on their 
conflicts and the way teachers intervened in these conflicts are not easy because of 
several methodological problems. First, differences in the operational definition of 
conflict that makes comparisons of children's peer conflicts across studies difficult. 
Some studies focused on "negative behaviors." Others examined "possession," "peer," 
or "all" conflicts. Yet others employed different criteria for identifying conflicts. For 
example, a protest or resistance to the action or inaction of another typically signals the 
onset of conflict (Hay, 1984). The end of the event is signaled by a clear indication of 
the resolution or non-resolution of the topic of dispute, when the topic is dropped and 
neither party continues to pursue that issue, or when there is a change in topic (Dawe, 
1934; Eisenberg & Garvey, 1981 ; Killen & Naigles, 1995; Killen & Turiel, 1991). 
Some researchers employ a 10-second interval in which neither party continues to 
pursue the issue of dispute, to signal the end of the conflict event (Laursen & Hartup, 
1989; Russon, Waite & Rochester, 1990). Others use a change in the topic of conflict 
to signal a new conflict (Dawe, 1934; Killen & Naigles, 1995; Killen & Turiel, 1991). 
Thus, even though no time lapses between a shift in the issue, a shift signals the onset 
of a new conflict event. 
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This method of identifying conflicts according to shifts in the issue of disputes 
has been widely used in a number of studies of children's conflicts (Dawe, 1934; Killen 
& Naigles, 1995; Killen & Turiel, 1991). It has been helpful in identifying the range of 
issues of conflict. However, children's conflicts are dynamic (Shantz, 1987b ). It is not 
uncommon for the issue of protest I conflict to vary as the conflict evolves. Identifying 
conflicts as distinct, unrelated events according to the issue of each conflict limits the 
possibilities for examining the dynamic, evolving nature of children's conflicts and 
how it may elicit teacher intervention. These effects are minimized when the 
incidence, issues, insistence, escalation, and resolution of conflict are examined in a 
single study using a common operational definition of conflict. 
Second, the behavior sampling and on-site live coding methods of observation 
employed in some studies might yield smaller incidence of conflict than coding from 
audio or videotapes; given the brief duration of conflict, the less insistent, non-
escalated conflicts could easily go unnoticed. Systematic videotaping of individual 
target children would minimize these effects. 
Third, some studies investigated children's conflict in homogeneously age 
grouped classrooms (Bakeman & Brownlee, 1982; Russon, Waite & Rochester, 1991 ; 
Corsaro & Rizzo, 1990). Others observed children in mixed-age classrooms (Bayer, 
Whaley & May, 1995; Dawe, 1934; Genishi & Di Paolo, 1982). Some studies only 
examined the conflicts of infants and toddlers (Russon, Waite & Rochester, 1991 ), 
whereas only one observed different classrooms with children spanning the ages from 
2 to 5 years of age (Bakeman & Brownlee, 1982). Conclusions about the effects of age 
on children' s conflicts can only be inferred by piecing together the findings of different 
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studies. This effort severely compromised variations from study to study in 
observation methods and settings. Examining all three age groups (2, 3, and 4 year-
olds) in homogeneously grouped classrooms in a single study would yield a better 
assessment of the effects of children' s age on their peer conflicts. 
Fourth, previous studies of children's conflicts conducted in the naturalistic 
classroom setting typically used between one and three classrooms, counting all 
conflicts observed within a given time period. Although ideally suited to assess 
individual differences, it permits the addition of multiple conflict events for some 
children to the data set, thereby increasing the possibility of over representing these 
individuals. This method of data collection, combined with on-site live coding 
methods increases the possibility of over representing the more strident conflicts of 
conflict prone children. This problem of non-independence is exacerbated when 
teacher interventions are of interest because the data then over represent the responses 
of teachers to these particular children. These problems are reduced when the number 
of classrooms is increased and target children are systematically observed so that each 
child has equal opportunity to contribute once to the data pool. The chances of over-
representation by conflict prone children is greatly minimized when only one conflict 
event generated by each target child observation is admitted for analysis. 
Statement of the Problem 
Although the potential value of peer conflict has been recognized by many 
theorists and researchers, knowledge about it in real-life naturalistic classroom settings 
is limited (Shantz, 1987b ). This is particularly true for research on teachers' conflict 
intervention behavior (Goncu & Cannella, 1996; Killen & Turiel, 1991 ). While the 
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frequency, issues, behaviors, escalation, and resolution of preschool children ' s peer 
conflict have been examined in numerous studies, these variables and teacher 
intervention have not been examined together in a single study in the naturalistic 
classroom setting for the 2 to 5 year-old age range. In spite of the potential effects of 
some methodological biases in previous studies, there is some indication that the 
conflict behaviors of young children and teachers' interventions vary within this age 
range. However, these variations have not yet been systematically investigated. In 
addition, given the increasing recognition of the value of mediation strategies in 
children's development of conflict resolution skills, little is known about the extent to 
which these strategies are being used by teachers in preschool classrooms. 
Statement of the Purpose 
The primary purpose of this study was to examine teacher interventions in 
young children ' s peer conflicts. However, in order to better interpret teacher behavior, 
teacher interventions must be examined in relation to children' s peer conflicts. Thus, 
this study has a two-fold purpose. The first purpose was to examine changes in peer 
conflict behavior in preschool age groups. This behavior will presumably reflect 
developmental changes in the incidence, issues, insistence, escalation, solicitation, and 
resolution of conflicts. The second purpose was to investigate whether and how 
teacher interventions differed in the classrooms of 2, 3, and 4 year-olds. Teacher 
intervention was examined in terms of its frequency, latency and strategy. Secondary 
analyses of 3 teacher variables ( educational level, early childhood training and work 
experience) and center accreditation status were also conducted to explore the effects 
of these variables on teacher intervention. 
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Purpose 1: Investigation of children's conflict behaviors 
The first aim was to investigate the peer conflict behaviors of children between 
the ages of 2 and 5 years. This purpose is a necessary precursor of the study of teacher 
interventions since these interventions presumably will reflect developmental changes 
in the children. The following specific hypotheses were examined. 
Hypothesis 1 : There were no expectations for age differences in the incidence 
of conflict for children between 2 and 5 years. On one hand, extrapolation of findings 
from previous studies suggest that the incidence of conflict will decrease as children 
get older (Bakeman & Brownlee, 1982; Bayer, Whaley & May, 1995; Dawe, 1934; 
Genishi & Di Paolo, 1982; Killen & Turiel, 1991). Bakeman and Brownlee' s (1982) 
investigation of age differences in possession conflicts during freeplay time revealed 
that toddlers showed more conflicts than preschoolers. Other studies of children' s 
conflicts in the naturalistic classroom setting indicate that the frequency of conflict is 
higher for 1 and 2 year-olds than for 3 and 4 year-olds, although the wide variation in 
their methodology and focus limits direct comparisons of the findings. However, these 
studies varied greatly in their methodology and focus. Some examined only one type 
of conflict (Bakeman & Brownlee, 1982). Others examined only the younger (Bayer, 
Whaley & May, 1995), older (Killen & Turiel, 1991), or mixed age groups (Genishi & 
Di Paolo, 1982), making it difficult to draw conclusions. 
On the other hand, conflicts are very much a part of the social world, both for 
children and for adults. Conceivably, the incidence is likely to remain unchanged 
across the age groups although the issues of conflict may shift. Thus, there are no 
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expectations for age differences in the incidence of conflict for children between 2 and 
5 years. 
Hypothesis 2: the second hypothesis is that the conflict issue will change. 
Younger children are expected to have more conflicts involving physical harm and the 
distribution of resources, and fewer conflicts involving psychological harm, play ideas 
and social conventions, than older children. There is some empirical evidence that the 
availability of objects to share does not make a difference in the frequency of conflicts 
among young children (Hay, 1984), suggesting that the real issue underlying many 
object disputes may not just involve object control, but behavior or social control 
(Shantz, 1987b ). As children become older during the preschool years, they move 
from solitary and parallel play to more associative and cooperative play (Parten, 1932) 
and from functional and constructive play to more dramatic and cooperative play 
(Smilansky & Shefatya, 1990). Thus, it is conceivable that the incidence of 
distribution issues will decrease while issues associated with play ideas will increase. 
Children also become increasingly verbal with age (Pflaum, 1986). Other research of 
sibling conflicts revealed an increase in verbal forms of teasing behavior beginning in 
the second year (Dunn, 1987). Thus, it is conceivable that psychological harm will 
increase and physical harm during conflict will decrease with age during the preschool 
years. 
Research on toddlers ' sibling conflicts in the home setting indicated significant 
increases in the frequency with which both siblings and mothers referred to social rules 
in the course of conflict (Dunn, 1987). Attendance in day care continues to increase 
young children ' s exposure to the social world and its rules and conventions. With such 
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increased exposure, their awareness of social conventions can be expected to increase. 
Thus, issues arising from disagreements about classroom, school, or other social rules 
can also be expected to increase with age. 
Hypothesis 3: Younger children's conflict behaviors are expected to be more 
insistent than that of older children. With increasing age, children became more able 
to effectively communicate their thoughts, needs, and wants. This, combined with 
their increasing ability to understand the intentions of others will reduce the use of 
tugging, taking, pulling, grabbing, pushing and hitting as strategies to achieve own 
desires, and thus, reducing the level of insistence of conflict behavior. 
Hypothesis 4: Younger children' s conflicts are expected to escalate more 
frequently than those of older children. Although previous studies have not directly 
examined this aspect of children's conflict, they have documented that more insistent 
conflict behaviors tend to escalate the conflict (Eisenberg & Garvey, 1981 ; Perry, 
Perry & Kennedy, 1992; Hay & Ross, 1982). Since insistence was found to be 
associated with the age of children, it can also be expected that escalation will also be 
associated with the age of children. 
Hypothesis 5: Younger children are expected to solicit teacher assistance more 
often than older children. As with the escalation of conflict, age-related changes in 
preschool children' s solicitation of teacher assistance in the classroom setting have not 
been documented in previous research. However, differences in children's social and 
cognitive development support this expectation. Younger children are less able than 
older children to effectively communicate their thoughts, needs, and wants, and 
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consequently are less able to resolve their own conflicts. When they are not able to 
resolve the conflicts, they ask for help. 
Hypothesis 6: Younger children are expected to resolve fewer of their conflicts 
than older children. The ability to more effectively communicate and understand 
intentions increases the likelihood of successful conflict resolution by children. Since 
this ability increases with age, the likelihood of child resolved conflicts could be 
expected to also increase with age. 
Purpose 2: Investigation of teacher interventions 
The second aim was to investigate whether and how the peer conflict 
interventions differed for teachers of 2, 3, and 4 year-olds. It was expected that peer 
conflict interventions of teachers of younger and older preschool children would be 
different. The following specific hypotheses were examined. 
Hypothesis 1: The frequency of teacher intervention will diminish between 2 
and 4 years. Devel_opmental differences in children' s cognitive and social 
competencies led to this expectation. Between the ages of 3 and 4, children's ability to 
understand the causal link between the intention of an act and its outcome is likely to 
increase (Astington, 1993; Dunn, 1987; Dunn & Slomkowski, 1992), along with their 
ability to use more complex reasoning to evaluate social events (Crane & Tisak, 1995). 
Thus, with increasing age, preschool children are better able to get along with 
each other and to solve their own problems. There are also changes in the incidence of 
different types / issues of conflict, from conflicts arising from the distribution of 
objects at younger ages to those arising from verbal arguments about ideas, opinions, 
and the structuring of play at older ages (Corsaro & Rizzo, 1990; Hay, 1984; Killen & 
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Turiel, 1991). More non-insistent, co11aborative behaviors including the use of 
Ianmiaoe rea . d ·1 · . ( .. 0 o , sonmg, an conc1 1atory strategies comprom1smg and negotiating) occur 
among preschoolers than among toddlers (Camras, 1984; Caplan, 1991 ; Hay & Ross, 
1982; Laursen & Hartup, 1989; Phinney, 1986; Sackin & Thelen, 1984). On the other 
hand, insistent behaviors (use of physical force or resistance, infliction of physical or 
psychological harm, use of simple assertions and commands) decrease within this age 
range. 
Some researchers suggest that insistent behaviors during conflict tend to 
escalate the conflict while non-insistent behaviors tend to decelerate it (Eisenberg & 
Garvey, 1981; Perry, Perry & Kennedy, 1992). Thus, it is conceivable that teachers 
Will intervene more often when insistent conflict behaviors have escalated the conflict. 
This possibility is evident in the data co11ection methodology used by Dawe (1934) to 
investigate the quarrels of 200 preschool children in the naturalistic indoor classroom 
and outdoor playground setting. The observer was instructed to "move quickly to the 
scene of the action as unobtrusively as possible ... (and) start the stop watch 
immediately upon noting evidences of a struggle" (Dawe, 1934, pp.142). The four 
most frequently observed types of conflict behaviors across a11 age groups in this study 
involved simple, insistent behaviors such as: precipitory behaviors ( e.g ., knocking over 
others' blocks or one person snatching another's toy), aggressive behaviors (e.g., 
hitting), retaliative behaviors ( e.g. , attacking in response to an attack), and objecting 
behaviors ("NO!" or "STOP!"). 
Conceivably, those quarrels that were noticed by the observers in the Dawe 
(1934) study may have been the ones that were physically and I or verbally heightened 
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so as to be attention getting. Many of those that remaiHed at the amicable 
disagreement level may have remained unnoticed. More recent research suggests that 
highly insistent behaviors, especially those involving the physical harm of others, are 
significantly related to teacher interventions which result in teacher generated solutions 
to children conflicts (Killen & Turiel, 1991 ). Insistent behaviors are also highly likely 
to lead the partner to respond with more insistent behaviors (Eisenberg & Garvey, 
1981 ), thus escalating the conflict and drawing teachers' attention to it. However, 
studies have not directly examined the frequency of teacher intervention directly in 
relation to the issues, behaviors and the escalation of children ' s conflict. 
Hypothesis 2: The latency of teacher intervention will be longer for the 
conflicts of older than for younger children. The lag time between the onset of conflict 
and the point of teacher intervention will be shorter for younger than for older children. 
Again, developmental differences in children's social competencies led to this 
expectation. Since older children are more able than younger children to verbally 
communicate their intentions and understand others' intentions (Astington, 1993, 
Crane & Tisak, 1995) they are likely to have fewer conflicts involving physical harm. 
As illustrated by the Dawe (1934) study, conflicts that were noticed by the observers 
may have been those that were physically and/ or verbally heightened so as to be more 
attention getting. Conflicts involving physical harm are conceivably more physically 
and/ or verbally heightened than other types; these are more readily noticed by 
teachers, who in turn, will respond more quickly to them. Alternatively, teachers may 
see younger children as having more limited conflict resolution skills and thus, needing 
more adult assistance. Thus, teachers will respond more quickly. 
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Hypothesis 3: Teachers ' intervention strategies will vary according to the age 
of the children. Teachers of younger children are expected to be less likely to use 
mediation strategies than teachers of older children. Because the conflict behaviors of 
younger children are more insistent and possibly involve more physical harm, teachers 
can be expected to not only respond more quickly to them, but also to respond by 
stopping the conflict. Younger children are also more egocentric, thus more insistent, 
and less able to see others' view point. Their conflict resolution skills are also more 
limited. It is thus conceivable that teachers will be less likely to try to get the conflict 
parties to see each other' s point of view and to try to negotiate the conflict, especially 
after they have stopped the physical harm. Thus, teachers can be expected to use 
mediation strategies less often when they intervene in the conflicts of younger than 
older children. 
Effects of teacher and center background variables on teacher intervention 
A secondary purpose was to examine the effects of teacher and center 
background variables on teacher interventions. This was under taken as exploratory 
analysis in order to identify factors contributing to teacher behaviors. A number of 
studies suggested that variables such as the level of education, years of experience, and 
the type of education affect the way teachers interact with children (Berk, 1985; Hayes, 
Palmer & Zaslow, 1990; Howes, Whitebook & Phillips, 1994; Kemple, David & 
Hysmith, 1996). However, they disagreed on which of these variables are better 
predictors of teacher effectiveness. Further, there is no evidence regarding the 
contributions of these variables to teachers' conflict interventions. 
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Other studies suggested that certain setting variables such as the type of 
activities and the role of adults affect the way conflicts are resolved in the classroom 
(Killen & Turiel, 1991). Schools that differ in the degree ofteacher-directedness of 
activities during freeplay time were found to differ on the frequency of teacher 
intervention (Killen & Turiel, 1991). This study therefore explored the effects of 
teachers' educational background, work experience, the type of training, and center 
accreditation status to the incidence, latency and strategy of teachers' conflict 
intervention. 
Assumptions 
One assumption made in this study was that individual teachers are fairly 
consistent in the way they approach children's conflicts even though some variations 
may occur depending on the context of each situation throughout the day (De Vries, 
Haney & Zan, 1991 ; Kreidler, 1984; Wolfgang & Wolfgang, 1995). Thus, 
observations of the way they intervene in children's conflicts across two or more full 
freeplay periods will represent their typical classroom behaviors. 
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CHAPTER2 
METHODS AND PROCEDURES 
Research Design 
This observational study investigated teacher's conflict interventions in the 
naturalistic classroom setting. Observations of conflict events were made in 25 
classrooms with 2, 3, or 4 year-olds. Data were gathered by videotaping 400 
individual target children in these classrooms during freeplay time. The unit of 
analysis was the peer conflict event. 
Conflict data from previous findings were typically obtained by global 
classroom observations (Bayer, Whaley & May, 1995; Corsaro, 1990; Dawe, 1934; 
Killen & Turi el, 1991 ), or by observing individual target children for a specified period 
oftime (Bakeman & Brownlee, 1982; Russon, Waite & Rochester, 1991). All 
conflicts observed within the time frame were admitted for analysis. Since particular 
children may contribute multiple conflict events to the data pool, some children are 
over-represented, thereby embedding a dependent structure on data made up of conflict 
events. In this study, only the first peer conflict event generated by each target child 
observation was included in the analysis. 
There were two main reasons for this method of data collection. One 
concerned the independence of data. An issue concerning the generalizability of the 
data involves pooling data across individuals and the assumption of independence of 
the data in contingency analysis (Laursen & Hartup, 1989). When pooled data is 
obtained from few subjects, some subjects may contribute more than others, thus 
distorting the data by allowing data from a few children to dominate the data set. 
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Although some researchers argue that pooling such data is appropriate when the focus 
is upon events, not individuals (Bakeman & Gottman, 1986), this study attempted to 
increase the independence of the data and decrease the likelihood of disproportionate 
contributions, by systematically observing a large number of different children from 
different classrooms. Although some observations in each class were expected to be 
' no conflict ' observations, each child in each classroom had an equal chance of 
contributing at least one conflict event to the data set. 
A second reason pertains to differences in the conflict interventions of teachers 
of younger and older children. Although repeated measures of fewer children will 
provide information about individual differences in the way teachers respond to 
conflicts, one-time measures of larger numbers of children will provide more 
information about general patterns of child conflict and teacher intervention across age 
groups and settings. Since interest was in these general patterns, gathering one-shot 
data for a large number of individuals across the age groups seem to outweigh the 
advantages of a more in depth study of fewer subjects within each age group. 
Site Recruitment and Selection 
A list of all licensed childcare centers providing full-day care services was 
purchased from a major non-profit statewide childcare referral agency. This list 
consisted of centers located in two counties within 10 radius-miles from a state 
university. Centers on this list were first categorized into two sets, one for each 
adjacent county, and then randomly ordered for contacting. Centers were contacted by 
phone in early August, four weeks prior to the beginning of the 1996-97 school year. 
During this initial phone call, information about the expected enrollment, class 
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grouping and length of freeplay time was obtained. Centers with homogeneously 
grouped classes, approximately 30 to 60 minutes of freeplay time blocks, and 
minimum enrollment of at least 9 children in the 2 year-old classes and 16 in the 3 and 
4 year-old classes were recruited. Calls were made to the first 10 centers on each list, 
then in increments of 5 from each list, until a total of 12 qualifying centers were 
obtained. 
A recruitment letter to solicit center participation (Appendix A) and a center 
survey designed to obtain center background information (Appendix C) was mailed to 
each of the 12 qualifying centers. The background information (level and type of 
education, years of experience and classroom position) of preschool teachers were 
solicited. Information on enrollment limits, daily schedule (to control for length of 
freeplay time - approximate range of 30 to 60 minutes) and tuition rates as well as 
percentage of subsidized care families for the whole center were also obtained. 
Information from this survey was used for center selection in order to control for the 
length of freeplay time and socio-economic status of children. Centers with all three 
age groups and with at least 9 children with two adults in the 2 year-old classes, and at 
least 16 children enrolled in the 3 and 4 year-old classes with two adults, were given 
priority in selection. The order in which completed surveys and consent forms were 
received was also used as criteria for selection. The first 8 centers that returned the 
center survey form and have the highest rate of returns on the consent forms were 
included in the study. 
Most previous studies of young children's conflicts in the naturalistic classroom 
freeplay setting involve only 1 to 3 classrooms rather than the 25 used here (Bakeman 
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& Brownlee, 1982; Bayer, Whaley & May, 1995; Killen & Turiel, 1991 ; Laursen & 
Hartup, 1989; Russon, Waite & Rochester, 1990). Laursen and Hartup (1989) 
collected conflict data by observing several focal children for six 6-minute intervals in 
3 different classrooms. Still other researchers observed focal children for two 20-
minute sessions in a single classroom (Russon et al., 1990). Others recorded conflict 
events as they occurred during 30-minute observation sessions, twice per week, over a 
period of 4 months in a single classroom (Killen & Turiel, 1991). Bakeman and 
Brownlee ( 1982) collected data from two different classrooms, one toddler and one 
preschool, observing 'several target children' for periods of 5 minutes each. 
In the present study, a total of 25 classrooms from 8 different centers were 
included. There were 8 classrooms of 2 year-olds, 9 of 3 year-olds, and 8 of 4 year-
olds. One class at each age group was obtained from 6 of the 8 centers. The seventh 
center provided one 2 year-old class, and two 3 year-old classes. This was because the 
mean age of the children in the second 3 year-old classroom, once the school year had 
begun and enrollment finalized was just below 4 years. The eighth center provided one 
2 year-old class, one 3 year-old class, and two 4 year-old classes. Consent forms 
(Appendix B) for participation were obtained from the center director, classroom 
teachers and the parents of children in each classroom. Children without parental 
permission for participation were not observed. 
Participants 
There were 400 children and 67 teachers in this study. Of the 400 children, 193 
were girls and 207 were boys; 72.8% were Caucasian, 20.5% were African-American, 
and 6.8% were Asian, Middle-Eastern, and others. They were enrolled in 2 (n = 95 , M 
31 
= 2 years 5 months, ranging from 1 year 6 months to 3 years 3 months, SD= 4.1 
months), 3 (n = 156, M = 3 years 5 months, ranging from 2 years 8 months to 4 years 5 
months, SD= 4.4 months), and 4 (n = 149, M = 4 years 5 months, ranging from 3 years 
2 months to 5 years 7 months, SD= 4.3 months) year-old classrooms from 8 childcare 
centers located in an Eastern suburban / metropolitan area. The average return rate of 
consent forms from parents by classroom was 93%, ranging from 76% to 100%. 
Appendix D provides a breakdown of the racial composition and the rate of return of 
consent forms for the children and teachers from each age group. 
Of the eight centers, two were employer-sponsored, one was a corporate child 
care center, two were religious centers, and three were for-profit day care centers. 
Only two of these eight centers were NAEYC accredited. All childcare centers 
provided full -day care services and served predominantly middle-class families who 
paid for childcare services at unsubsidized market rates. The range of the weekly 
tuition was $93 to $195 for 2 year-olds and $90 to $171 for 3 and 4 year-olds. 
Percentage of families who qualified for subsidized childcare in these centers were less 
than 5% (range was 0% to 3.75%). This selection feature was included because most 
previous studies of children's conflicts have been conducted with similar middle- and 
upper-middle class U.S . populations. Findings from similar populations would provide 
more meaningful comparison of data. 
The return rate for teachers in the participating classrooms was 100%. A total 
of 67 teachers were involved in the operation of the target classrooms in this study: 29 
were lead teachers ( and co-teachers); 3 8 were assistants or permanent substitutes. Of 
these teachers, 65.7% were Caucasian, 19.4% were African-American, and 14.9% were 
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from other ethnic backgrounds. In some classrooms, part time parent volunteers, 
student interns, and /or other visitors were present for part of the videotaping time. 
They were excluded from the videotaping. 
Teacher qualifications and overall program quality for all centers met the 
standards set forth in the State ' s childcare licensing regulations. Five levels were used 
to categorize teachers ' educational experience: less than high school (level 1 ), high 
school diploma (level 2), less than bachelor' s degree (level 3), bachelor's degree (level 
4 ), and more than bachelor's degree (level 5). Their mean level of education was 3 .21 
(SD= 1.02). Lead teachers (n = 29) had a mean of 3.59 (SD= 0.91). Most (39.7%, n 
= 27) had a bachelor' s degree. Assistant teachers and permanent substitutes (n = 38) 
had a mean level of 2. 92 (SD = 1. 02). Most ( 42.1 %, n = 16) held a high school 
diploma. Overall, only 20.6% (n = 14) of the teachers in this study had specialized 
training in early childhood education. A higher percentage of lead teachers had 
specialized training (34.5%) than assistants and substitutes (10.5%). The average 
number of years of early childhood teaching experience was 6.3 years (SD= 5.8, 
ranging from Oto 25 years) . Lead teachers averaged slightly higher than assistant 
teachers and substitutes. They averaged 7.2 years (SD= 6.2, ranging from 1 to 25 
years) . Assistants and substitutes averaged 5.6 years (SD= 5.4, ranging from Oto 24 
years) . Appendix E (Center Profiles) provides a brief description of each center in the 
study. 
Procedure 
Classroom Setting. All children were videotaped in the naturalistic classroom 
setting during freeplay or center time. In all 25 classrooms during this time, children 
33 
were free to move from one play area to another. Freeplay time ranged from 30 to 60 
minutes in these classrooms. Similar standard child-sized preschool furniture and play 
materials and equipment were used in all classrooms. 
Training of observers. Two independent observers (the researcher and an 
assistant) identified conflict events during classroom videotaping. Training of the 
assistant consisted of 8 hours of actual classroom observations and practice 
videotaping, in addition to out-of-classroom hours of studying the videotaping manual 
(Appendix F), observing and identifying peer conflict events on videotapes of children 
during freeplay time, learning to identify the onset and end of each event. 
One week prior to actual data collection, the researcher and the assistant 
established inter-observer reliability by simultaneously videotaping in a 4 year-old 
preschool classroom (not a part of the study), following an identical list of 9 target 
children and procedures detailed in the videotaping manual (Appendix F). Cohen' s 
Kappa coefficients (Cohen, 1960) were obtained for each of the two inter-taper 
reliability sessions. For each target child observation, a decision was made about the 
presence of a conflict event, no conflict, decision to skip a target child for taping, and 
decision to drop the taping of a target child for each target child ' s taping session. The 
Kappa obtained was 0.77; percent agreement was 88.9%. 
An additional measure of reliability was obtained halfway (about 5 weeks) into 
the actual data collection phase with a list of 10 children in the same 4 year-old 
classroom. The Kappa obtained was 0.85 . The percent agreement was 90%. Some 
researchers view Kappas over 0.75 as excellent (Fleiss, 1981). The mean Kappa here 
was 0.81 ; the mean inter-observer agreement was 89.4%. 
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Acclimatization of Subjects to Researcher and Research Equipment. Two 
different observers were involved in the videotaping of children' s peer conflicts. Prior 
to actual data collection, each spent 20 to 30 minutes during an initial classroom visit, 
moving about the room with the equipment. Practice taping was conducted during this 
time to allow the children and teachers time to get used to the presence of researchers 
and research instruments, and at the same time, to allow the observers practice in 
setting up and using the equipment. Instructions for videotaping are detailed in 
Appendix F. The use of a 7" directional microphone with the small hand-held Sharp 
View Cam enabled the videotaping of each child from a relatively unobtrusive distance 
yet obtaining audible taping of conversations for coding. Observers monitored the 
clarity of conversations of the children under observation with the use of an earphone 
plugged into the camcorder during taping. 
Video taping of target children in the classroom freeplay setting. Videotaping 
began during the last day of September, four weeks after the beginning of the new 
school year. Videotaping of target children was completed within 2 to 3 weeks in each 
classroom. The time span for data collection for this study was 12 weeks. 
For each classroom, the names of children with parental permission for 
participation were listed on the "Randomly Ordered List of Children for Videotaping" 
form (Appendix G). Each child was videotaped for up to two separate 5 consecutive-
minute sessions or until the end of a peer conflict event, which ever came first. 
Following the methodology used in other studies of young children's conflicts, 10 
seconds after the last exchange within a conflict event marked the end of that event 
(Russon, Waite & Rochester, 1990). If child A was involved in a conflict with child C 
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when child A was the target child under observation, child C would still be observed as 
a target child when C's tum to be observed came up at a later time. The unit of 
analysis was the event of peer conflict, and not individual children. 
Videotaping of a target child was considered completed when one conflict 
event was recorded within the two 5-minute taping sessions or when both 5-minute 
sessions involved no conflict event. Taping was also terminated and the target child 
was considered to have contributed no conflict to the data pool, when tapings included 
either 2 'dropped ' (terminated) taping sessions and 1 no-conflict session, or 3 
'dropped' taping sessions. Target children who were playing by themselves, and were 
physically more than 2 radius feet away from other children in the classroom, were 
skipped when their tum came up. When this happened three times with a particular 
child, that child was considered a no-conflict child. 
Five-minute taping sessions were 'dropped' if, after taping began, target 
children moved from child-centered activities with or near peers to a teacher-directed 
activity or began playing alone more than 2 radius feet away from other children. 
Videotaping of target children was 'skipped' when they were absent from the 
classroom, became involved with a visitor or a no-consent child, or were engaging in 
solitary play, 2 radius feet away from other children. Videotaping of target children 
were ' interrupted ' or 'aborted ' when target children became involved in interactions 
with a no-consent child or a visitor, or left the room for any reason, after a 5-minute 
taping session had begun. These aborted taping sessions were not counted toward 
decision on the conflict status. Target children who were absent for more than 1 week 
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after the taping in all the classrooms of the school has been completed were dropped 
from the study. Two of the 400 children fell into this category. 
Videotapes were coded for the nature of children' s conflict (conflict status, 
issues of children' s conflict, conflict behavior, escalation and child solicitation), and 
the nature of teacher intervention ( frequency of interventions, latency of intervention, 
strategy of intervention). Coding categories and the definition of terms are detailed in 
the Conflict Coding Manual (Appendix H). 
Measures 
The behavioral measures for each conflict event are summarized below. A 
more detailed definition of terms is presented in Appendix J. 
Child conflict measures 
A. "Conflict status" refers to whether the target child participated in at least 
one peer conflict event within the 10-minute observation period. Each observation 
period was classified as a conflict or a no-conflict observation (Kappa = 0. 81). 
B. "Issues of conflict" refers to the topic of dispute. Each conflict event was 
coded for the topic of dispute. Five categories were identified: physical harm (hitting, 
biting, punching), psychological harm (name-calling, teasing), distribution of resources 
(fairness issues such as violation of sharing or turn taking, grabbing, taking), play ideas 
(who will do what, how, when and where), and social-conventional issues such as the 
violation of class or school rule about running indoors, eating with hands instead of 
spoon, how to take turns, or cleaning up time and procedures (Kappa= 0.96). 
C. "Insistence" refers to the level of insistence of conflict behaviors that children show 
either just prior to the point of teacher intervention, or at the end of that conflict 
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episode, whichever comes first. Each conflict event was scored for one of four levels: 
1. Non insistence refers to behaviors involving the use of reasoning 
and other conciliatory behaviors such as yielding, compromising and negotiating 
(Eisenberg &Garvey, 1981 ; Laursen & Hartup, 1989; Phinney, 1986; Sackin & Thelen, 
1984). 
2. Low insistence refers to behaviors involving the use of non-physical, 
indirect, passive resistance such as ignoring others (Eisenberg & Garvey, 1981) and 
not giving in or compromising. 
3. Moderate insistence refers to behaviors involving NO infliction of physical 
or psychological harm, but involves standing firm, direct verbal or non-verbal 
insistence of own wants (Eisenberg & Garvey, 1981), solicitation of third-party teacher 
or peer intervention (Russon, Waite, & Rochester, 1990), and use of verbal simple 
assertions and commands (Eisenberg & Garvey, 1981 ; Genishi & DiPaolo, 1982), 
without physical assertions of own needs and wants. 
4. High insistence refers to behaviors involving the use of physical force or 
resistance (Dawe, 1934; Eisenberg & Garvey, 198; Siegal & Kohn, 1959) and 
infliction of physical harm and/ or psychological harm (Eisenberg & Garvey, 1981; 
Killen & Turiel, 1991), with or without verbal. 
For non-teacher-intervened events, the behavior of the last turn within the event 
was noted . For each teacher intervened event, the more insistent behavior of the two 
turns immediately prior to teacher intervention was noted (Kappa= 0.89). 
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D. "Escalation" of conflict refers to whether the intensity and insistence of conflict 
increased during a peer conflict event. Each conflict event was coded for the presence 
of escalation (Kappa = 0.93). 
E. "Child solicitation" refers to whether children involved in a peer conflict 
event asked for teacher intervention. Each conflict event was coded for the presence of 
child solicitation (Kappa= 1.0). 
F. "Resolution" refers to whether a conflict event was child resolved or not (Kappa= 
1.0). 
Teacher measures 
A. "Intervention" refers to whether teachers intervened in a peer conflict event 
regardless of whether children solicited the intervention. Each conflict event was 
coded for the presence of teacher intervention (Kappa= 1.0). 
B. "Latency of intervention" refers to the rapidness of intervention. It was 
measured by the number of seconds between the onset of the event (from the first 
protest), to the point of teacher intervention (percent agreement = 94%). 
C. "Intervention strategies" refers to the strategies that teachers used when they 
intervene in a peer conflict event. Teacher strategies were classified as cessation or 
mediation. Cessation strategies were those aimed at ending the conflict by external 
management of the conflict through prescription of behavior, distraction, or removal of 
the source of conflict. Mediation strategies were those that encouraged and/or help the 
parties involved resolved their own conflicts. Non-intervention was not considered a 
strategy in this study. One strategy was noted for each teacher-intervened conflict 
event (Kappa= 0.88) 
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Teacher and Center Variables 
Teachers with greater formal early childhood education preparation and greater 
number of years working in early childhood settings may be more cognizant of adult's 
role in facilitating children's development of morality and conflict resolution skills as 
advocated by early childhood educators and researchers than those with lesser 
preparation (Kemple, David & Hysmith, 1996). However, teachers' educational 
background and work experience were not found to be significant sources of influence 
on their general intervention strategies in a study of teacher interventions in peer 
interactions by Kemple, et al. , 1996. In this study, the extent to which these teacher 
variables may affect teachers' intervention strategies was examined. Background 
information related to the level of education, work experience and the type of 
education were obtained using the Center Survey Form (Appendix C). 
Teacher variables were defined as follows: 
A "Level of Education" referred to the level of formal education attained. This 
ordinal variable consisted of 5 levels: less than high school, high school diploma, less 
than bachelors, bachelor degree, more than bachelor degree. 
B. "Years of experience" referred to the number of years a teacher has worked in early 
childhood settings. 
C. "ECE Training" referred to whether teachers ' education included specialized early 
childhood education. For example, teachers with CDA certification are considered to 
have ECE-related education (but less than bachelor degree). However, teachers with 
non-ECE related degrees but have the 90-classroom hours of child development 
coursework as required by local childcare licensing agencies are not considered as 
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having specialized ECE training. This is because these classes do not involve 
accompanying organized, supervised field work and do not cover the same amount of 
content covered in formal degree-granting teacher education programs. 
In this study, center variable consisted of the accreditation status of a child care 
center. "Center accreditation status" referred to whether a childcare center is NAEYC 
accredited. 
Coding of videotaped segments 
Two independent coders who were not involved with the videotaping and were 
blind to the hypotheses of the study coded the tapes. Videotapes of children in 
freeplay that were not a part of the data pool were used in the initial training of the two 
independent coders. This first phase was aimed at familiarizing them with the coding 
categories and decision rules detailed in "The Conflict Coding Manual" (Appendix H). 
Then, from the pool of 3 22 videotaped conflict events, 14 events ( 4. 3 5%) were 
randomly selected for the second phase of training. The researcher and the two coders 
viewed these segments together and discussed the codes. 
The next 108 events (33 .54% of the total pool) were used to establish inter-
coder reliability. The overall Kappa obtained for each categorical variable ranged from 
0. 73 to 1. 0 for the two independent coders as well as between each independent coder 
and the researcher. The average percent of agreement for the latency of conflict was 
94%, with a range of 92 to 100%. The overall Kappas for each of the variables are: 
0.89 (range of0.76 to 1.0) for insistence; 0.96 (range of0.87 to 1.0) for issue of 
conflict; 0.93 (range of 0.86 to 1.0) for the escalation of conflict; 1.0 for child 
solicitation, the resolution of conflict, and teacher intervention; and 0.88 (range of 0. 73 
41 
to 1. 0) for teacher strategy. Appendix I provides a summary of the Kappas and percent 




The purpose of this study was to examine teacher interventions in preschool 
children ' s peer conflicts and how these interventions varied with the age of the 
children. However, to better understand the teachers ' behavior it was necessary to take 
the incidence and kind of child conflicts into account. For this reason, the first section 
describes age variations in the conflicts of 2, 3, and 4 year-olds. These analyses use 
chi-square and ANOV As to evaluate the contribution of age to the incidence, issues, 
escalation and insistence of the conflict, and to the child' s solicitation of assistance 
from the teacher. The second section describes variations in teacher interventions as a 
function of the age of the children. Chi-square tests and ANOVAs were used to 
evaluate the associations between age and measures of frequency, latency and 
strategies of teacher intervention. 
The third and final section explores variations in teacher interventions as a 
function of teachers ' background and center accreditation status. Logistic regression 
analysis was conducted to examine the possible contributions of 3 teacher variables of 
level of education, years of teaching experience and the type of education (whether 
related to ECE) on the incidence and strategy of intervention. Linear regression 
analysis was conducted to examine the possible contributions of these 3 teacher 
variables on the latency of intervention. Possible differences in the backgrounds of 
teachers among the three age groups and in NAEYC accredited and non-accredited 
schools were also examined using chi-square analyses. 
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Children's Conflicts 
Chi-square tests and ANOV As were used to examine associations across the 
three age groups. When significant associations between variables were indicated by 
chi-square tests, logistic regression analyses were conducted to examine the nature of 
the association. Oneway ANOV As were used to examine the effect of age on the level 
of insistence of conflict behavior. Post hoc tests (Scheffe) were also used to compare 
differences between pairs of age groups when the ANOV As indicated significant 
differences. 
Overall, the 400 target child observations generated 322 conflict events. Of the 
400 target children observed, 78 (19.5%) were not involved in a conflict when 
observed as the target child. However, 38 of these 78 children were involved in at 
least one conflict event when other children were observed as target children. A total 
of 360 out of 400 children (90%) observed were involved in at least one conflict event; 
287 (71 .8%) were involved in I to 2 events; 56 (14%) were in 3 events. Only 17 
(4.2%) of the 400 children were involved in 4 or more events. Thus, most of the 
children in the study contributed to the data pool and very few were over-represented. 
These data are presented in Appendix K. 
Of the 322 conflict events, 35. 7% were mixed-sex events, 34. 7% were boys-
only events, and 29.6% were girls-only events. Two year-olds have the highest 
percentage of mixed-sex events (45.8%) while 3's and 4's have about the same (33.3% 
and 32.3% respectively) . On the other hand, 3 and 4 year-olds have higher percentages 
of same-sex events than 2 year-olds. Preliminary analyses revealed no significant 
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gender effects for the level of insistence, escalation and issues of conflict, and the 
solicitation of teacher assistance for these three groups. 
According to hypotheses 1 to 6, the incidence, issues, insistence escalation, 
solicitation of teacher assistance, and the resolution of conflict were expected to 
change with the age of children. The data are shown in Table 1. 
Hypothesis 1: Table 1 shows the incidence of conflict over the 3 age groups. 
Of the 400 target-child observations, 322 yielded a peer conflict event within the IO-
minute observation period. The incidence of conflict across all three age groups was 
80.5%. Two year-olds had the lowest incidence of peer conflicts (75.8%), while that 
of three and four year-olds were slightly higher (81.3% and 82. 7%, respectively). 
However, a 3 (age) x 2 (incidence) chi-square test failed to reveal significant 
differences for the three age groups (x2 (2) = 2. 05, .Q > 0.1 ). Previous findings of the 
frequency of conflict indicate that infants and toddlers have 1 conflict every 2.63 to 5.1 
minutes (Bayer, Whaley & May, 1995; Bakeman & Brownlee, 1982), and that three 
and four year-olds have 1 conflict every 3.3 to 9.94 minutes (Corsaro & Rizzo, 1990; 
Genishi & Di Paolo, 1982; Killen & Turiel, 1991 ), suggesting that younger children 
have more frequent conflicts than older children. Only the Bakeman and Brownlee 
(1982) study compared toddlers with preschoolers for possession conflicts. No other 
studies spanned the entire age range from 2 to 4. Nevertheless, differences in the 
frequency of conflict for younger and older children suggested by these studies are not 
found here. 
Previous studies indicated that children' s conflicts are very brief The average 
from one study was 23 .63 seconds and most were 1 minute or less in duration (Dawe, 
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1934). These findings were replicated in the present study. Of the 322 conflicts the 
' 
mean duration from the onset to the end of the conflict or the point of teacher 
intervention was 13.97 seconds (SD= 16.93, ranging from 1 to 155 seconds). 
Hypothesis 2: Younger children were expected to have more conflicts 
involving physical harm and the distribution of resources, and fewer conflicts 
involving psychological harm, play ideas, and social conventions, than older children. 
Table 1 shows the frequency of conflict issues found in the present study. The data 
supports this hypothesis . In keeping with Dawe' s (1934) findings, 2 year-olds have the 
highest proportion of distribution-related conflicts (77.8%) while these conflicts were 
lower in 3 and 4 year-olds (58.7% and 46.8% respectively). Previous studies report that 
issues about the distribution of resources, materials, and space were the most common 
among all three age groups ( Arsenic & Killen, 1995; Corsaro & Rizzo, 1990; Hay, 
1984; Killen & Turiel, 1991). Bakeman and Brownlee's (1982) study of the 
possession conflicts indicated that toddlers averaged 1 conflict every 6.45 minutes 
while preschoolers averaged l every 12.5 minutes. Dawe's (1934) analysis of 200 
quarrels of children indicated that disputes over objects decreased from 73 .5% for 2 - 2 
½ year-olds, to 38.4% for 4 - 5 year-olds. 
An overall 3 (age) x 5 (issues) chi-square test revealed significant differences 
across the three age groups (x2 (10) = 43 .34, p ~ 0.001). Individual chi-square tests 
were also conducted to test whether the differences between the three age groups were 
significant for each issue by collapsing the 5 issues into 2 so that each issue was tested 
against an aggregate of the other 4. Results indicate significant age differences for all 
issues except social conventional issue. These chi-square values are shown in Table 1. 
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Only 7. 8% of all conflicts involved physical harm, and only 3. 7% involved 
psychological harm. Two year-olds have the highest percentage for physical harm 
(13 .9%) and the lowest for psychological harm (1 .4%). Three year-olds have the 
lowest percentage for issues involving physical harm (2.4%), but have the highest for 
issues involving psychological harm (7 .1 % ). By contrast, four year-olds have 
relatively lower percentage for physical harm than two year-olds but slightly higher 
than three year-olds (9. 7%) and about the same percentage for psychological harm as 
two year-olds but this percentage is much higher than that for three year-olds (1.6%). 
Overall, these findings are consistent with previous reports that harm, especially 
physical harm, was rare in conflicts among toddlers as well as among older children 
(Caplan, Vespo, Pederson & Hay, 1991; Eisenberg & Garvey, 1981; Hay & Ross, 
1982; Ross & Conant, 1992). However, it is surprising that four year-olds would have 
a much higher percentage of physical harm (9.7% versus 2.4%) and much lower 
psychological harm (1.6% versus 7.1%) than the three year-olds. Examination of the 
breakdown of proportions of the issue of physical harm by age groups revealed that 
contrary to the pattern for the issue of distribution, 3 year-olds have the smallest 
proportion (12%, n = 3) compared with 2 and 4 year-olds (40%, n = 10 and 48%, n = 
12, respectively) 
While the majority of conflicts (58.4%) were about the distribution of 
resources, issues around children's play ideas account for the next largest type of 
conflict at 25.5%. A breakdown of this percentage according to the age of children 
revealed that this issue accounted for only 5.6% of two year-olds' conflicts while it 
accounted for 26.2% and 36.3% of three and four year-olds' respectively. The 
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frequency of issues involving differences of opinion about play ideas is higher for 
older children. A similar pattern was found with conflicts involving social-
conventional issues such as disagreements about classroom rules and routines. Only 
5% of all conflicts fall under this category. Two year-olds have the lowest (1.4%) 
incidence of this type of issue. The percentage is higher for three and four year-olds 
(5 .6%), indicating that awareness about social conventional aspects of the classroom 
culture increases with age. 
Hypothesis 3: Younger children's conflict behaviors were expected to be more 
insistent than that of older children. Table 1 shows the frequency and percentages of 
insistence levels across the 3 age groups. Previous studies indicate that between 1 ½ 
and 5 years of age, there is a decrease in the incidence of insistent conflict behaviors 
and an increase in collaborative behaviors (Camras, 1984; Caplan, 1991 ; Dunn & 
Munn, 1987; Hay & Ross, 1982; Laursen & Hartup, 1989; Phinney, 1986; Sackin & 
Thelen, 1984 ). In this study, insistent behaviors are those that do not reflect awareness 
or willingness to consider others' wishes or intentions. These were divided into 4 
levels according to the intensity involved: non-insistence, low insistence, moderate 
insistence, and high insistence. Each conflict event was assigned one of these levels 
based on the more intense of the last two turns at the end of the event or just prior to 
the point of teacher intervention. 
While 37.3% of the conflicts involved behaviors at the non-insistence levels, 
42 .5% were at the moderately insistent level and 15.5% were at the high insistence 
level. Only 4.7% were at the low insistence level. Table 1 shows that children's 
conflict behaviors become less insistent with increasing age, supporting this 
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hypothesis. The mean level of insistence was 2.82 for 2 year-olds. It dropped to 2.42 
for 3 year-olds, and 2.04 for 4 year-olds. An oneway ANOVA revealed significant 
differences in the mean level of insistence of conflict behavior across the three age 
groups (F (2,319) = 11. 70, Q :::: 0.001 ). There was evidence for a linear association (Q:::: 
0.001 ). A post hoc test (Scheffe) indicated significant mean differences between all 
three age groups (Q :::: 0.05). Analysis of the effect of physical harm on insistence of 
conflict behavior, however, revealed no significant effect (F (1,320) = 2.11, p > 0.1). 
Hypothesis 4: Younger children's conflicts were expected to escalate more than 
that of older children. While previous studies discussed the likelihood of escalation of 
conflict in relation to the types of conflict (Eisenberg & Garvey, 1981; Laursen & 
Hartup, 1989; Sackin & Thelen, 1984) and the competence of children's behaviors 
during conflict (Puttalaz & Sheppard, 1992), none have specifically examined 
developmental changes in the escalation of children's conflicts. In this study, only 64 
out of 322 conflicts involved escalation. Two year-olds have the highest proportion of 
escalated conflicts (26.39%) compared with the three (21.43%) and four year-olds 
(14.52%). However, a 3 (age) x 2 (escalation) chi-square test failed to reveal 
significant difference among the age groups (x2 (2)= 4.35, p > 0.1). Thus, the 
hypothesis that younger children ' s conflicts will escalate more than older children's 
cannot be accepted. Table 1 shows the breakdown of the percentage of escalated 
conflict events for the three age groups. 
Conceivably, conflicts are most likely to escalate when physical harm is 
involved. In order to examine this possibility, the 5 original types of issues of conflict 
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were collapsed into 2 types of issues, physical harm versus an aggregate of the other 4 
types. However, a 2 (physical harm) x 2(escalation) chi-square test also revealed no 
evidence that physical harm was related to the escalation of conflict (x2 ( 1) = 1.12, 12 > 
0.1 ). 
Another possibility is that conflicts involving more insistent behaviors are most 
likely to escalate. A oneway ANOV A comparing the mean level of insistence for 
escalated and non-escalated conflicts indicate significant differences (F( l,320) = 
25 .693, 12 :S 0.001). The overall mean level of insistence is 2.36 (n = 322). The mean 
level of insistence for escalated conflicts is 2. 98 while that for non-escalated conflicts 
is 2.21 . 51. 6% of conflicts with the highest level of insistence also involved escalation. 
While 21. 9% of conflicts with moderately insistent and 26. 6% with non-insistent 
behaviors also involved escalation, escalation was not involved in conflicts with low 
insistent behavior. 
When the mean level of insistence is calculated for escalated and non-escalated 
conflicts for each age group, 2 year-olds were found to have a higher mean level of 
insistence (3 .53) than 3 year-olds (2.93) and 4 year-olds (2.50). Table 2 presents this 
data. The same pattern was found for non-escalated events although the overall mean 
levels for escalated events is higher than that for non-escalated events. Two year-olds 
have the highest mean level (2.57), followed by 3 (2.28), then 4 year-olds (1.96). 
Interestingly, for each age group, when the mean level of insistence for escalated 
conflicts was calculated for teacher-intervened conflicts, 2 year-olds still have the 
highest mean level at 3.87, but 4 year-olds now have a slightly higher level than 3 
year-olds (3.78 vs. 3.69). This data is presented in Table 3. A similar pattern was 
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found for teacher-intervened, non-escalated conflicts. Two year-olds have a mean 
level of3 .50, while 3 year-olds have 3.00, and 4 year-olds have 3.19. 
Hypothesis 5: Younger children were expected to solicit teacher assistance 
more often than older children. In this study, children solicited teacher assistance in 
only 7.8% of all conflicts: 1.4% (n = 1) ofthe conflicts oftwo year-olds involved 
solicitation of teacher intervention, while 9.5% (n = 12) and 9.7% (n = 12) of the three 
and four year-olds ' conflicts involved solicitation. A 3 (age) x 2 (solicitation) chi-
square test conducted to examine the association between children' s age and their 
solicitation of teacher intervention is not significant (x2 (2)= 5.27, Q > 0.05). However, 
the results of a logistic regression analysis indicated that 2 year-olds are about 3 times 
more likely than 4 year-olds to not solicit teacher intervention (p ~ 0.05, odds ratio = 
3 .83). There are no significant differences between the likelihood of non-solicitation 
between 3 and 4 year-olds or between 2 and 3 year-olds. Thus, contrary to 
expectations, younger children are not more likely to solicit teacher assistance than 
older children. 
Teachers in all three age groups responded to all child solicitation for 
interventions. These figures are stronger than those reported by Russon, Waite & 
Rochester ( 1990). In that study, infants were only 80% effective in achieving teacher 
intervention. 
While analyses also revealed no significant associations between solicitation of 
teacher assistance and escalation, and between solicitation and the issue of physical 
harm, insistence of conflict behavior is significantly associated with solicitation of 
intervention (F (1 , 320) = 12.45, p ~ 0.001). The mean level of insistence for solicited 
51 
conflicts is 3.12 versus 2.30 for non-solicited conflicts. Of all solicited conflicts, 88% 
involved moderate insistence and 12% involved high insistence. None involved non-
and low insistence. 
Hypothesis 6: Younger children were expected to resolve fewer of their 
conflicts than older children. Depending on the age of children and the type of 
structure and activities involved during freeplay time, previous studies found that 10% 
to 19% of the solutions to children ' s conflicts were child generated, 23% to 35% 
remained unresolved (topic was dropped), and 9% to 38% involved adult intervention 
(Bakeman & Brownlee, 1982; Killen & Turiel, 1991 ). In this study, children were 
observed only during non-teacher directed freeplay activities. A much higher 
percentage was found for child resolved conflicts in this study than in that reported by 
Killen & Turiel (1991) for 3 and 4 year-olds. Overall, children resolved 37.3% of their 
conflicts. 33.3% of 3 year-olds ' and 47.6% of the 4 year-olds' conflicts were child-
resolved. Killen & Turiel (1991) reported only 10% to 19% during freeplay or center 
time for three and four year-olds. A 2 x 3 chi-square test revealed significant 
association between child resolution and the three age groups (x2 (2) = 10.12, p .::S 
0.01 ). Table 1 shows the incidence of child-resolved conflicts across the three age 
groups. A logistic regression analysis revealed that 4 year-olds were 1 ½ times more 
likely than 2 year-olds to resolve their own conflicts (odds ratio= 1.66, Q .::S 0.00). 
However, the difference in likelihood between 2 and 3 year-olds, and 3 and 4 year-olds 
were not significant. 
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Teacher Interventions in Children' s Conflicts 
A second purpose of this study was to examine teachers ' interventions in 
children ' s peer conflicts in relation to the age of children and the nature of conflict. 
Chi-square tests were used to examine the association between children 's age and the 
incidence and strategy of teacher intervention. Linear regression was used to examine 
the relationship between children 's age and the latency of intervention. 
According to hypotheses 1, 2, and 3, teacher interventions were expected to 
vary as a function of child age. Data for intervention frequency, latency and strategy 
are shown in Table 4. 
Hypothesis # 1 : Teachers were expected to intervene more frequently in the 
conflicts of younger children. Specifically, previous studies report that teachers 
intervened less in the conflicts of three to five year-olds than in those of infants and 
toddlers (Bakeman & Brownlee, 1982; Bayer, Whaley & May, 1995; Killen & Turiel, 
1991 ; Russon, Waite & Rochester, 1990). These differences are found here. Teachers 
intervened in 37 out of 72 peer conflicts (51.4%) of two year-olds, 39 out of 126 peer 
conflicts (31 %) of three year-olds, and 25 out of 124 conflicts (20.2%) of four year-
olds. Table 2 shows the results of this analysis. A 3 (age) by 2 (intervention) chi-
square analysis revealed significant associations (x2 (20) = 20.65, 12 < 0.05). Thus, a 
logistic regression analysis was also conducted to determine the effect of child age on 
the frequency of teacher intervention. Result indicates that teachers of 2 year-olds are 
twice as likely to intervene than teachers of 4 year-olds (odds ratio = 2.15, 12 ::S 0.001). 
However, there are no significant differences in the likelihood of intervention between 
teachers of 3 and 4 year-olds. 
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Logistic regression analyses conducted to examine the effects of insistence on 
escalation of conflict, and of escalation on the frequency of intervention also revealed 
significant effects. For each increase in the level of insistence, conflicts are twice as 
likely to escalate ( odds ratio = 1. 97, Q ::S O.001 ). Thus, the more insistent the conflict 
behavior, the more likely it is for the conflict to escalate. Escalated conflicts were also 
found to be twice as likely as non-escalated conflicts to involve teacher intervention 
(odds ratio = 2.04, Q ::S 0.001) . Teachers intervened in 57.8% of all escalated events, 
but in only 24.8% of those that were not escalated. Insistence was also found to have a 
significant effect on the frequency of intervention (F (1, 320) = 213.97, Q ::S 0.001). 
The mean level of insistence for teacher intervened conflicts is 3 .43 while that for non-
teacher intervened conflicts is 1.88. Teachers did not intervene at all when conflict 
behaviors were at the non-insistence and low insistence levels. However, they 
intervened in 42.3% of the conflicts at the moderate insistence level and in 86.0% of 
the conflicts at the high insistence level. 
A significant effect on the frequency of intervention was also found for the 
overall issues of conflict (x\5) = 20.69, Q ::S 0.001 ). The majority of the teacher 
intervened conflicts involved the distribution of resources (62.4%). Issues of physical 
harm and play/ideas comprised 11.9% each. Issues about social convention and 
psychological harm comprised 7.9% and 5.9% respectively. Since previous research 
indicated that teachers tend to intervene most often in conflicts involving physical 
harm, the 5 issues of conflict were collapsed into 2, with physical harm versus an 
aggregate of the other 4 categories. Surprisingly, results indicated no significant effect 
of physical harm on the frequency of intervention (x2 (1) = 3.48, Q > 0.05). However, 
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regardless of issue, children were 100% effective in soliciting teacher intervention. 
Teachers intervened in all solicited conflicts. 
Hypothesis #2: The latency of intervention latency was expected to be shorter 
for younger than for older children. This hypothesis was supported by present 
findings. Latency was measured by the number of seconds between the onset of 
conflict (point of first protest) and the point of teacher intervention, regardless of 
whether teachers were aware of the conflict from the onset. The mean latency of 
intervention across the three age groups was 14.89 seconds. It increased with the age 
of children from 8.97 seconds for two year-olds, to 16 seconds for three year-olds, and 
to 21. 92 seconds for 4 year-olds. An oneway ANOV A was conducted to examine 
differences in the latency of intervention among the three age groups. Results support 
the expectation that teachers intervene more quickly in the conflict of younger children 
than older children (F (2, 98) = 6.47, p:::; 0.01) . Results also indicate the presence of a 
linear trend (F = 12.55, p:::; 0.001). The breakdown of the latency of teacher 
intervention across the three age groups is presented in Table 4. Post hoc tests 
(Scheffe) indicated that while the mean differences are not significant between 2 and 3 
year-olds (-7.03 seconds, SE= 3.240, Q > 0.1), and between 3 and 4 year-olds (-5 .92 
seconds, SE = 3. 62, p > 0 .1 ), it is significantly different between 2 and 4 year-olds (-
12. 95 seconds, SE= 3.655, p :::; 0.01). 
Younger children were found to be more insistent, and insistence was found to 
lead to escalation of conflict, which then lead to teacher intervention. However, the 
results of an oneway ANOV A revealed that the latency of intervention is significantly 
longer for escalated than non-escalated events (F (1, 99) = 11.36, p:::; 0.001). The 
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mean laten f · · . 
cy o mtervent10n for escalated confhcts was 21.14 seconds as opposed to 
I 1.28 se d c. . 
con s 1or non-escalated conflicts. When each age group was assessed 
separately 1 f . . 
, resu ts o an oneway ANOV A md1cated the latency for escalated conflicts 
w h. 
as tgher than that for non-escalated conflicts in each age group (12 ::: 0.05). Two 
Year-o]ds averaged 14.8 seconds (SD= 11.92) for escalated conflicts, while 3 and 4 
Year-oJds averaged 23.46 (SD= 19.64) and 28.33 (SD= 19.91) seconds respectively. 
Two year-olds averaged 5 seconds (SD= 5.84) for non-escalated conflicts, while 3 and 
4 
Year-olds averaged 12.27 (SD= 9.66) and 18.31 (16.69) seconds respectively. 
Regardless of age, teachers took longer to intervene in escalated conflicts. These 
findin 
gs are presented in Table 5. 
Further analysis using ANOV A to assess the effect of solicitation on latency 
also re 1 . . vea ed s1gmficant effects (F (1 , 99) = 42.58, 12::: 0.001). The latency of 
Intervention is much longer for child solicited teacher-intervened events (29.04 s) than 
for non 1 · · Wh h I f · · -so tcited teacher intervened events (10.24 s). en t e atency o mtervent10n 
for child-solicited conflicts is calculated separately for each age group, 2 year-olds 
averaged 5 seconds (n = 1) for solicited conflicts and 9.08 seconds (n = 36, SD= 
10
·07) for non-solicited conflicts. This pattern is the opposite of that for 3 and 4 year-
olds Whose averages were higher for solicited (29.33 s, SD= 17.33; and 30. 75 s, SD= 
16.32, respectively) than non-solicited conflicts (10.07s, SD= 7.99; and 13. 77s, SD= 
16
·33). For older children, teachers took longer to intervene when the children asked 
for a · ss1stance. 
Analyses indicated no significant effects of the issues of conflict on the latency 
of intervention (Q > 0_05). A breakdown of the mean latency for the distribution issue 
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by age group revealed that the latency of intervention for 2 year-olds (9.24 s, SD= 
10.58) is shorter than that for 3 (16.29 s, SD= 16.48) and 4 (22.0 s, SD= 17.34) year-
olds although these differences were also not significant. 
Given the fairly large standard deviations of the latency on intervention, further 
analyses were conducted to examine whether the differences occurred between and 
within classrooms. The standard deviation for the latency of intervention within each 
classroom ranged from 0.58s to 22.38s. Linear regression analysis revealed significant 
differences in the latency of intervention between classrooms (F (1 ,99) = 13 .30, p S 
0.001). However, no significant differences in the mean latency of intervention was 
found between classrooms of accredited ( n = 6 classrooms, mean latency = 13. 6 s, SD 
= 14. 91) and non-accredited ( n = 19 classrooms, mean latency = 15 .4 s, SD = 14. 93) 
centers. 
Hypothesis #3: Teachers of older children were expected to use mediation 
strategies more often than teachers of younger children when they intervene in the peer 
conflicts of children. In this study, the use of mediation strategies increased from 
approximatelyl6% for two year-olds, to 30.89% for three year-olds, and then dropped 
to 16% for four year-olds. Although there appears to be a fairly large difference in the 
proportion of mediation strategies for two and four year-olds versus three year-olds, a 
3(age) x 2(strategy) chi-square test conducted to examine whether teachers' choice of 
strategy was dependent on the age of children indicated no significant differences (X,2 
(2) = 3 01, p > 0 .1). Examination of the strength of association between strategy and 
age revealed a very weak association (gamma coefficient= 0.06). Thus, although there 
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is some curvilinearity in the table, the age of children and teacher strategy are 
relatively i1dependent. 
Sin:.:e this finding was unexpected, further analyses were conducted to examine 
the conditions under which mediation strategies were used when teachers intervened in 
children's conflicts. Specifically, chi-square analyses were conducted to examine the 
effects of escalation, insistence and issues of conflict on the strategy of intervention. 
Chi-square analysis examined the association of the escalation of conflict on 
the strategy of intervention revealed no significant effect (Q > O. 05). Neither were 
significant associations found for insistence and physical harm. However, there was a 
significant association between solicitation and strategy (x2 (1) = 3.94, Q = 0.05). Only 
36% (n = 9) of the child solicited conflicts were intervened with a mediation strategy 
while 64% (n = 16) were intervened with a cessation strategy. Analyzed separately for 
each age group, the only 2 year-olds ' solicited conflict was intervened with a 
mediation strategy (100%, n = 1). For 3 year-olds, 50% of the solicited conflicts were 
intervened with a mediation strategy. Four year-olds attracted cessation strategies: 
only 16.7% (n = 2) of teacher intervention were mediation strategies, and 83 .3% (n = 
10) were cessation strategies. Interestingly, the pattern was the same for non-solicited 
conflicts for all 3 age groups, with mediation strategies accounting for a smaller 
proportion than cessation strategies. In sum, although the overall chi-square indicated 
significant association between solicitation and strategy, significant associations were 
found onl:y for 2 year-olds when the analysis was conducted separately for each age 
group. However, these percentages suggest that teachers were less likely to use 
mediation strategies with older children who solicited assistance. 
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Teacher Background, NAEYC Accreditation Status, and Teacher Intervention 
Previous studies suggest that certain teacher variables such as the level of 
education, years of teaching experience and the type of education (whether related to 
ECE) may affect the way teachers intervene in children' s peer interactions (Kemple, 
David & Hysmith, 1996). Other studies suggest that certain setting variables such as 
the type of activities and the role of adults affect the way conflicts are resolved in the 
classroom. Schools that differ in the degree of teacher-directedness of activities during 
freeplay time were found to differ on the frequency of teacher intervention (Killen & 
Turiel, 1991). Thus, conceivably, the latency, frequency and strategy of intervention 
could differ between schools that differ in the nature of the program. They could also 
differ for teachers with different educational and work backgrounds. 
In this study, regression analyses were conducted to examine possible effects of 
the three teacher background variables (the level of education, the years of experience, 
and the whether education involves formal training in early childhood education) and 
the accreditation status of the schools on the incidence, latency and strategy of 
intervention. Before these possibilities are investigated, chi-square analyses were first 
conducted to see if the centers differed in terms of the nature of the program and if 
teachers differed in terms of their educational and work background. 
There were 67 teachers in the analyses that examined possible background 
differences of the teachers in the different age groups and centers. Analyses revealed 
no significant differences in the backgrounds of teachers between the 3 age groups and 
between the centers. Appendix E provides a summary of teachers' backgrounds within 
the center profiles. 
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Several aspects of the program of the 8 centers were very similar as a result of 
the criteria of selection for participation. The children were similar in their socio-
economic background (working families using full-day childcare services) and only 
one out of the 400 children in the study was identified as a special needs child (Down 
Syndrome). The freeplay time for each class was at least 30 minutes long and children 
were observed only when they were participating in non-teacher directed activities 
during freeplay time. In addition, all centers met minimum state childcare licensing 
requirements. One aspect of the program on which these centers differed was the 
NAEYC accreditation status. Two of the centers were NAEYC accredited. Thus, the 
backgrounds of the teachers in this study do not significantly differ and the centers 
appear to differ mainly in terms of their accreditation status. 
Logistic regression analyses with these 3 teacher background predictor 
variables was conducted to determine the predictive values of teacher education, 
experience and type of education on the frequency, latency and strategy of 
intervention. Results indicated no significant effects of teacher variables on the 
frequency and latency of intervention. The level of education was the only variable 
that significantly predicted teacher strategy (p < 0.05). Table 6 presents the regression 
table for this analysi s. The odds ratio for the level of education is 1. 90, indicating that 
for each increase in the level of education, the odds of a teacher using a mediation 
strategy is about 2 times over the odds of using cessation strategy. 
Previous research reported that the frequency of teacher intervention varied 
between schools with different types of activities (more or less structured) during 
freeplay time (Killen & Turiel, 1991 ). Thus, it is conceivable that the latency and 
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strategy of · . 
.::, Intervention could also differ among centers. In the present study, although 
an 8( center) X 2 c· t . ) h" 1 d . .fi . m ervention c i-square test revea e sigm icant differences in the 
frequenc f · 
Y O mtervention among the 8 centers (x2 (7) = 13.96, Q :5: 0.05), no 
statisticall . . 
Y sigmficant differences were found for the latency of intervention (F = 0.63, 
12 
> 0.05). Since the distribution of the frequency of mediation strategies among the 8 
Centers is 
very uneven, with many very low frequencies (0 in three of the schools to 2 
and 3 in thr 
ee others), chi-square test was not conducted. However, differences are 
apparent in th d · · · · 11 f e istnbution presented m Table 7. The overa percentage o mediation 
strateoie . . 
0 s used by teachers m this study was only 21. 8% (n = 22 out of a total of 101 
teacher inte · · · · d · h 2 NAE rventions). The percentage of mediat10n strategies use mt e YC 
accredited centers is at least twice as much as that in the other 6 centers (50% and 
52 9¾ 
. o versus 0% to 21.4%). 
Since the two highest percentages of mediation came from the 2 NAEYC 
accredit d . 
e centers in this study, analyses were also conducted to examme whether 
~~dh. d f 
ation status significantly predicts the frequency, latency an strategy o 
intervention. Analyses revealed no significant associations between accreditation 
status 
and the latency of intervention (F (1 , 99) = 1. 04, Q > 0.1 ), and between 
accredit t· · · ( 2 (1) - 2 07 > 0 1) £ a ion status and the frequency of mtervent10n X - · , Q · or 
teacher · d. · 
s m accredited and non-accredited schools. However, accre itat10n status was 
found . . . ( 2 ( ) _ 
to be significantly associated with the strategy of mterventmn X 1 - 2 1.41, Il 
S O ·OQ I). Mediation strateITTes accounted for 51. 7% of the teacher-intervened conflicts 
:::, 
in the 2 . . 8 3o/c ch· l accredited centers while cessat10n accounted for 4 · 0 · I-square ana yses 
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revealed significant associations between accreditation status and teacher strategy for 
all three age groups. Table 8 presents these data. 
In summary, the data indicate that while the issues, insistence and resolution of 
conflict significantly changed with children' s age, the incidence and escalation of 
conflict, as well as child solicitation of teacher assistance did not. In addition, although 
significant age effects were found for the frequency and latency of teacher 
intervention, teacher intervention strategies were not affected by the children's age or 
specific child conflict behaviors. Mediation strategies were infrequently used, 
especially with 4 year-olds. Additional analyses revealed that teachers ' level of 
education and the NAEYC accreditation status of the centers are significant predictors 
of teacher strategy. 
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Examination of previous studies revealed two main gaps. The first involves 
limited i t; . . , . . 
n ormat10n about young children s peer conflicts and teacher mterventions in 
these co fl. . ' . . 
n Icts. Although preschool children speer conflicts have been exammed in 
numerous previous studies, age variations between 2 and 5 years and teacher 
Intervention ha b · d h · · 1 d · h 1· · ve not een examme toget er m a smg e stu y m t e natura 1st1c 
classroom · 
settmg. The purpose of the present study was to fill this gap. 
A second gap comes from the limitations of previous studies. These limitations 
stem fr 
om small sample sizes (1 to 3 classrooms), non-independence of data, and on-
site Codi 
ng of conflict behaviors. The problem of non-independence is exacerbated 
When teacher interventions are of interest because the data then over represent the 
respons f 
es O teachers to high conflict children. To reduce these problems in this study, 
observatio · · 1 d fi · · ns were conducted in 25 classrooms usmg a common operat10na e m1t1on 
of conflict. S h"ld bl d 1 t ystematic videotaping of target c 1 ren ena e a more comp e e 
represe · · 1 
ntation of conflict events. Children were observed m homogeneous y grouped 
ciassroo · · d h d 1 ms, and no more than one conflict per child was adm1tte to t e ata poo , 
making it easier to draw conclusions about developmental differences in children and 
teachers. 
Findings are discussed in four sections. The first section discusses children's 
confli t · · ' h · ·d · c s In terms of the contributions of children s age to t e mc1 ence, issues, 
escalation and insistence of the conflict, and to children 's solicitation of assistance 











teacher intervention in relation to the age of the chi ldren . Teacher background 
variabl es and accreditation status of the schools to teacher intervention are di scussed in 
the third sect ion. In the las t and fourth section, implications for future research are 
d iscussed . 
Children ' s Conflicts and Conflict Resolution 
Efforts to piece together a developmental sequence of chi ldren 's conflict 
behaviors from previous research yielded the possibi lity that the incidence of conflict 
is higher for younger children than for older children. However, this possibility is 
limited by variations in the methodology and focus of prior studies. In this study, a 
direct examination of changes in the incidence of conflict for children between the ages 
of 2 and 5 years failed to reveal a significant decline in the overall number of conflicts. 
Conceivably, the failure to find significant decline in the incidence of conflicts across 
the 3 age groups here could be due in part to differences in the method of data 
collection. Young children's conflicts are brief. Live coding or scanning might easil y 
miss conflict events. Admitting multiple conflicts for individual children without 
ensuring that each child has equal opportunity to contribute to the data pool might also 
lead to an over representation of older, conflict prone children. 
Social conflicts are natural exchanges that occur between two or more people 
when incompatible activities or actions occur (Deutch, 1973 ; Filley, 1975 ; Hay, 1984). 
Thus, regardless of age, it is conceivable that interpersonal conflicts are very much a 
part of people 's lives, especially in the social setting. Just as adults have conflicts 
within the social settings of home and work, young children also have conflicts within 
the social settings of home and school. It is thus conceivable that age have no 
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significant effect on the incidence of peer conflicts for children between 2 and 5 years 
old. Although the incidence of conflict does not change with age, conflict issues do . 
Between 3 and 5 years, children 's ability to understand the intentions of acts 
and their outcomes increases (Astington, 1993). So does their ability to use more 
complex reasoning to evaluate social events (Crane & Tisak, 1995). Thus, they not 
only engage in more peer interactions but they are also more able to get along with 
each other and to resolve their own conflicts. Support for developmental differences in 
these cognitive and social abilities are reflected in the finding that younger children 
argue less often about play ideas than older children do. In this study, conflicts about 
play ideas grow five fold between 2 and 4 years. In contrast, consistent with the 
findings of Bakeman and Brownlee ( 1982), the frequency of distribution-related 
conflicts decreases within this age range. 
In this study, the decrease in the incidence of physical harm between 2 and 3 
years is accompanied by an increase in the incidence of psychological harm. Research 
of sibling conflicts in the home setting reported the emergence of verbal teasing during 
the second year oflife (Dunn, 1987). Such behaviors are indicative of children's 
understanding and anticipation of other' s feelings and intentions, and reflect "a 
surprisingly sophisticated grasp of what would irritate or upset" others (Dunn, 1987, p. 
95). In this study, this increase is observed through the third year. However, by the 
fourth year, the incidence of issues involving physical harm increases while that for 
psychological harm decreases. This reversal is puzzling. Perhaps, by 4, children are 
less intrigued by the powers of teasing behaviors and once aoain are revertino to the .::, ' .::, 
use of physical harm in getting own wishes. 
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Issues involving social conventions increases. An increase is accompanied by a 
sim·1 · 1 
ar mcrease in the frequency with which children solicit teacher assistance. These 
Increases are consistent with Dunn's (1987) research on sibling conflicts in the home 
Settino- B th . . 
b · Y e second year, children were able to refer to social rules as well as the 
feelino-s of th . . 
b 
O ers dunng conflict events. They also began to appeal to mothers for help 
especially after they have been hurt, physically or psychologically, by the sibling, 
reflecting an increasing understanding of social rules (Dunn, 1987). Conceivably, such 
appeals to adults for help could also reflect an increasing understanding of the role and 
Power of adults as enforcers of social rules. 
Not only do the conflict issues change, but the level of insistence also differs 
for th 3 
e age groups. Younger children' s conflict behaviors are more insistent than that 
of older children. More insistent conflicts are also more likely to escalate. This 
change accompanies a sharp increase in the number of conflicts resolved by older 
children With age, children seem to acquire the social and verbal competencies 
needed to deal with disagreements that were largely about play ideas. Presumably, 
disputes about ideas favor calmer and more intellectual behavioral strategies during the 
course of conflict. 
Teache I · 
~erventions in Children 's Conflicts 
The first hypothesis that the frequency of teacher intervention would vary with 
the ao- f fi d. T h . t be o the children was supported by present m mgs. eac ers m ervene more 
frequently in the conflicts of 2 year-olds than that of 3 to 5 year-olds. This expectation 
Was based on teachers, recognition of developmental changes that occur in children' s 













the causal 1· kb . . . . 
m etween the mtent1on of an act and its outcome mcreases along with 
their abirt 1 Y to use more complex reasoning to evaluate social events. Their ability to 
communicate their own and to understand others' intentions also increases between 2 
and 5 . 
years. In this study, older children resolve more of their own conflicts, thus, 
red · 
ucmg the need for teacher intervention. They also are less insistent during conflict 
a
nd 
have relatively fewer conflicts about physical harm and more about differences of 
ideas and play. Conflicts are also less likely to escalate when behaviors were less 
i . 
ns1stent T h . h . 1 . fl. h. d · eac ers m1g t even be less like y to notice con 1cts at t 1s age an 
consequ l l . . ent Y, ess likely to mtervene. On the other hand, when conflict behaviors 
Were mo . . . 
re ms1stent, escalation was more likely, and thus, conflicts were more 
noticeable to adults in the room, increasing the likelihood of adult intervention. 
The second hypothesis that the latency of teacher intervention would increase 
Within th· . . h h fr is age range was also supported by present findmgs. As wit t e equency of 
teacher · · · · ' · · d · 1 Intervention, developmental differences m children s cogmt1ve an soc1a 
competencies also Jed to the expectation that the latency of teacher intervention will be 
shorter fc J IX'. · b 11 or younger children. Since younger children are ess euect1ve at ver a y 
communicating their intentions and at understanding others' intentions, they may be 
less ab] · d l · f e to resolve their own conflicts. Higher levels of insistence an esca at10n o 
conflict , · Ah. h I l ft h can be expected to draw teachers attent10n. ig er eve o eac er 
awaren · d. ess of the conflict can mean more rapid respon mg. 
However, this explanation was not directly supported by present findings. 
Sine · d · h e Younger children were more insistent, and insistence was associate wit more 
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Would be expected to intervene more rapidly in escalated conflicts. They did not do so. 
The latency of teacher intervention for escalated conflicts was significantly longer than 
that for . 
non-escalated conflicts for all 3 age groups. Moreover, the latency of teacher 
intervention for child-solicited assistance was also longer than for non-solicited 
assi
st
ance. When children ask for help, teachers always give it. However, those 
conflicts yield a slower response; the time between the onset of conflict and the point 
of teacher · t · · m ervent10n IS longer. 
This effect is puzzling since solicitation should be related to the presence of 
Physical harm or escalation of conflict, which should lead to shorter latency of teacher 
intervention. However, analyses revealed no significant relationships between 
solicitat· 1 · Ch"ld Ion and the presence of physical harm or esca at10n. 1 ren may not gear 
their re · · d c. h 1 quests for assistance to the presence of danger; ms1stence an requests 1or e p 
rnight not reflect the objective seriousness of the conflict problem and a rapid response 
is not needed. 
If teachers are aware of the conflict, they might refrain from intervening until 
th
ey are sure of what the conflict is about. Most of these conflicts are distribution 
issues. The mean level of insistence for these issues is moderate; probably not enough 
to cause concern. On the other hand, teachers may not notice these conflicts at all until 
Chi) 
dren approach them. This is likely since most of these conflicts involve only 
moderate insistence. In this study, each event was coded for the presence or absence of 
escal · · d S lat· n ation_ However the extent of escalation was not examme · ome esca Io 
' 
involved a child becomino more intense and upset. Others involved both children 
/::) 








related is · 
sues entail more short, few-turn escalation scenarios that are less noticeable 
than tho 1 . 
se astmg several turns. In addition, an event was coded as child-solicited 
only when the solicitation was explicit. Children who whined without specifically 
approaching or directing the whine to a teacher were not considered as soliciting 
teacher assistance. Thus, the longer the conflict goes on without solicitation, the 
lonoer th 1 . 0 e atency of mtervention. Since 2 year-olds have a very high percentage of 
d" . . 
i
st
nbution issues and only solicited in I event, the latency of intervention for 2 year-
olds is shorter than that for older children. 
Another possible explanation is that teachers intervened so quickly in the 
cont1 · 
icts of 2 year-olds that they do not have the chance to ask for help. Thus, there is 
no relationship between solicitation for teacher assistance and the presence of physical 
harm o l . . . 
r esca ation of conflict especially for 2 year-olds. 
The third hypothesis that teachers ' intervention strategy is affected by the age 
of child d. · · ren was not supported, even though teachers used me 1at1on strategies more 
frequently with 3 year-olds than with 2 and 4 year-olds. Overall, teachers infrequently 
Used mediation strategies regardless of the age, escalation, behavior, and issue of 
conflict. 
Teachers may simply be occupied with ongoing projects or classroom chores 
that th fl . Th d. fl . t ey feel cannot be interrupted by classroom con icts. us, en mg con 1c s 
become necessary goals. This possibility may in part be supported by the finding that 
teacher-initiated interventions (75.2%) significantly outweighed child-initiated 
interventions (24.8%). Children ask for help when they feel the need for it. However, 
the latency c-.0 1. . d . t. ns 1·s shorter than that for child-solicited 11 r non-so 1c1te mterven 10 
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Intervention · . 
s, suggesting that teachers move qmckly to stop conflicts using cessation 
strateoies to d I . . . . . . 0 o so. · n child-sohc1ted conflicts, teachers might give the children time to 
Work it out th l emse ves. Although teachers may sometimes wait for children to work it 
out by themselves, once they jump in to intervene, they seek to end the conflict rather 
than use th · e opportunity to help children learn strategies for conflict resolution. 
Teachers' understanding of what younger and older children can or can't do 
may affi h . 
ect t eir patterns of intervention. These teachers may see older children as 
more able than younger children to work out their own conflicts, thus, they intervened 
less fre . . . 
quently and waited longer to intervene with older children. By the time the 
teacher d . . . . . 
ecides that mtervention is needed for 4 year-olds, resolut10n by children 1s 
Perceived t b . . 0 e beyond hope and thus teachers brmg 1t to an end. Several findings 
about the hi ·b·1· s· 1 nature of 4 year-olds' conflicts appear to support t s poss1 1 1ty. mce on y 
26-7¾ofth · · · · o/c fh fl. · 1· e conflicts mvolving moderately ms1stent and O o o t e con 1cts mvo vmg 
highly in · · · · · · · · bl sistent behaviors were intervened with med1at10n strategies, 1t 1s conce1va e 
that teach · d. · h h h"ld ers perceived higher levels of insistence as an m 1cat10n t at t e c 1 ren 
have rea h · · h · S · h c ed the limit of their ability to resolve the conflict on t elf own. mce t e 
majority (52.4%) of the conflicts of 4 year-olds involved insistence, relatively few 
interve . . . . 
ntions with 4 year-olds would involve med1at10n strategies. 
Another possible explanation for this finding may be found in the way teachers 
View ch·1 . . . . b 
1 dren 's conflicts. Althouah there may have been an mcreasmg recogmt10n y 
t:) 
resear h . 
c ers and educators that peer conflicts may be an important, even necessary 
contributor to moral and social development (Bayer, Whaley, & May, 1995; 











TurieJ 1991) · 
' , this recognition may not be widespread. Conflicts in the classroom may 
still be view d b . . 
e Y some teachers as disruptive and harmful events rather than positive, 
beneficial · . 
opportumties for development. If so, most teachers wil1 focus on stopping 
conflicts " · 
as quickly as possible so that regular classroom life can continue" (Carlsson-
Peige and Levin, 1992). 
Teachers' views about the way children learn conflict resolution skills may 
Provide anoth "bl . . d. C . . c er possi e explanation for this fin mg. essat10n strategies 1ocused on 
external management of conflict by directing children on how to solve the problem and 
end it It fl 
· re ects empiricist assumptions that "knowledge and moral values are 
b 1· 
e ieved to b 1 1 h · d. ·d l" e earned by internalization from sources externa to t e m ivi ua 
(I<a .. 
InII & De Vries, 1996, p. 13). Leaming is viewed as the result ofreceiving more 
Inform t · . . 
a ion and mistakes are viewed as signs of insufficient mstruct10n. Emphasis is 
on direct . . . 
instruction (Roopnarine & Johnson, 1987), and successful learnmg occurs as 
the result f · · l o successful teaching (Kamii & DeVnes, 1990). In this view, soc1a growth 
resuJts h . . . b h . d 
w en children internalize what society considers appropnate e avwrs an 
1mport · h · h ant rules. Thus in relation to conflict resolut10n, teachers may emp aSize t e 
' 
import . . k" 
ance of 1eamino- and usino- prosocial skills such as bemg pohte, ta mg turns, 
b b 
Waitino f; ) fc . th 
o or a tum, and sharing (McGinnis & Goldstein, 1990 ' ocusmg on ese as 
Solutio 1 d ( ns to peer conflicts. Teachers in this study predominant Y use cessa wn 
strate · d ·ffi C g1es across all 3 ao-e o-roups reo-ardless of developmental I erences. oncern 
b b b 
Was · · k · h 
With the termination of conflict and with telling children how to ma e it appen. 
It is th · · d b h · 1 us conceivable that these teachers ' approach is dommate Y sue a socia 
learn· · d. ·d 1 
Ing view about the way children become social1y competent m ivi ua s. 
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Perhaps classroom teachers are simply unaware of what mediation strategies 
are or of th . I . . . 
eir va ue for fostenng children's development of conflict resolution skills. 
Some ma . 
Y see confhcts as problems to be prevented, reduced, or managed; and are 
concerned . . 
pnmanly with how to solve children's peer conflicts when they occur 
(K . 
reidler, 1984; Shantz & Hartup, 1992). This possibility is reflected in the 
predominant use of cessation strategies by teachers in most of the classrooms even 
When they are aware that the observer is interested in the way they intervene and not 
interven · . 
em children's conflicts, and that they are being videotaped. 
~ ' Background and Center Accreditation Status 
Analyses revealed that teachers' level of education had significant effect on 
teacher t 
s rategy, but experience did not. A number of researchers and educators of 
early childhood education includino the National Association for the Education of 
' l:) 
Young Children, have promoted mediation strategies as an effective way for enhancing 
Childre ' · · . h d 1992· D V. n s conflict resolution skills (Bredekamp, 1987; Bntz & Ric ar , , e nes 
& Zan, 1995; Goncu & Cannella, 1996; Hay, 1984; Killen & Turiel, 1991). Thus, 
although · · · · Id h ffi t It IS not surprising that the level of educat10n wou ave an e ec on 
teach ' · · Id · · ers mtervention strategy, and that the years of expenence wou not, It IS 
surp · - . 
nsmg that specialized training in early childhood educat10n would have no 
signific 
ant effects on intervention strategy. 
In this study, information about teachers ' type of education was limited to the 
tYpe of specialization (whether it is a 4-year ECE degree, AA degree, or CDA 









r: I r~I 









" ; ;' 
I 
' ' f; 
program attend d p h · · · 
e · er aps, what JS covered m these programs JS not specific enough 
on issues of 1 
c assroom management and ways to promote children's development of 
social com 
petence, to help students translate theory into practice. As Kemple, David 
and Bysm·th (19 1 96) suggested, information about the specific nature of these programs 
a
nd 
how they have affected teachers ' views about classroom conflicts and children's 
development of conflict resolution skills is needed in order to more accurately assess 
the effect f h 0 t e type of education on teachers ' intervention strategy. 
The finding that the NAEYC accreditation status had a significant effect on 
teachers ' strategy could, in part, support the possibility that teachers may not have been 
able to effi . 
ectively translate theory into practice. The finding that teachers in NAEYC 
accredited · · 
centers used more mediation strategies than teachers m non-accredJted 
centers su h"ld h · ggests that there are differences in either the program, c I ren, or teac ers m 
fu . 
ese centers. Since all 8 centers have less than 5% of families who qualify for 
subsidiz d h. . ki c. ·1· e c 11dcare and they all serve middle to upper-middle class wor ng 1am1 Jes, 
d" 
tfferences children 's socio-economic backgrounds are unlikely. Since no significant 
differe h · 
nces were found between the three background variables ofteac ers m 
accredit d · · · ·fi-c-. 1 · · h e and no-accredited schools, 1t JS possJble that the dJ 1erence 1es m t e 
accredit · f S · ll atJon experience or in the program of the two types o centers. mce a 
center . . . · · c. h 1 ·fi · s meet mmJmum state childcare hcensmg requzrements 1or teac er qua J 1cat10ns 
and oth · · h fr er program components, differences m the program mJg t come om some 
aspect of h 
t e accreditation process. 
This process mioht have enhanced teachers ' awareness of the use and value of 
b 
llledi · J · k"ll Th ation strategies in children 's development of conflict reso utwn s J s. e 
73 
,,, 
' · J,1 
ltlJ 
:1;, 




process of a d · · · 
ccre 1tat1on involves three steps: self-study by school personnel including 
th
e director and teachers, validation visit by trained early childhood professionals, and 
final d · · 
ecision by a commission of three early childhood professionals. One of the 
requirements during the self-study process involves teachers and director using the 
Early Childhood Classroom Observation Scale to rate the quality of staff/child 
Interactio · 
ns, curnculum, physical environment and health and safety procedures of the 
classrooms and center. The findings of one study that examined the quality of 
caregiver-child interactions in terms ofNAEYC accreditation and the Infant/Toddler 
Environment rating Scale (Murphy, 1997) suggesting that the process of self-study 
rnay serve to raise teachers ' level of awareness of appropriate practice. Personal 
Interpretations of what it means in practice to provide children with "many 
0
PPortunities to develop social skills such as cooperating, helping, negotiating, and 
talking . h 1 " d h . Wit the person involved to solve interpersonal prob ems, an w at 1t means 
for tea h , · · · 1 k"11 11 · " c ers to 'facilitate the development of these pos1t1ve socia s 1 s at a times 
(Bred k · · d" h e amp, 1987, p. 55) can vary widely. Havmg the opportumty to 1scuss w at 
these c · · · · h 1 · o t h ntena mean could serve to clarify and umfy concept10ns, e pm0 eac ers more 
effectiv I . 
e Y translate theory into classroom practice. 
Questions for Further Investigation 
These data provide information about age-related changes in children 's peer 
conflicts as well h . th t e of teacher interventions in the naturalistic as c anges m e na ur 
classro . f r· b t om settino Th 1 d door to a number o new ques 10ns a ou o· ey a so opene a 
factors that a.er t h h . t ne in children' s peer conflicts. The first set uec t e way teac ers m erve 











teachers th .nk b . 1 a out children 's conflicts in the classroom? What do they think about 
children's b·i· . . . . . 
a 1 1t1es to resolve thelf conflicts? How do they view thelf role in children's 
developm f . 
ent o social competence? Are their views affected by the age of the children 
involved? Information about teachers ' views of children's peer conflicts in the 
classroom setting is needed in order to clarify why mediation strategies are so 
infrequently used, and why neither children's age nor other conflict variables affect its 
use. 
Although the value of peer conflicts in children 's development of morality and 
social co . . . . 
mpetence have been mcreasmgly recogmzed by early childhood educators and 
research h 
ers, t e extent to which preschool classroom teachers also see them as such has 
not Yet been investigated. Specific examples or videotapes of a variety of children's 
conflicts h , d . d 1 . , sue as those collected in this study, can be use m eve opmg survey or 
Interview · ·1 ' 1 fl· questions to tap into teachers ' views about chi dren s c assroom con 1cts. 
Engaging teachers in discussions about their thinking and decision-making processes 
1n these · · d. f h ' · situations is an important step toward a better understan mg o teac ers views 
of cla 
ssroom conflict. 
The second set of questions is related to teachers' knowledge about mediation 
strate · f d. · · gies. What do classroom teachers know about the use o me 1at10n strategies as a 
Way to foster children 's development of morality and social problem solving skills? 
Although, in the early childhood curriculum literature, there are strong arguments for 
the u · · · d ' fl · 1 · 1 · se of mediation strategies for teacher interventions m ch!l ren s con 1cts, 1tt e 1s 
know about the extent to which classroom teachers are actually familiar with this 
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em or even how they can be practically used in the ever-busy preschool 
classrooms Fut t d. h ld . h. . · ure s u 1es s ou examme t 1s question. 
TO what extent does specialized training in early childhood education affect 
teachers ' 
responses to children's conflicts? The finding that whether teachers' have 
specific training in early childhood education makes no difference in their use of 
mediation t · . . . 
s rateg1es reqmre more mformat1on about the nature of these programs. One 
might also ask whether knowing about and have training in the use of mediation 
strategies w ld . . d. cc: . ou mcrease their use in the classroom. Intervent10n stu 1es ouermg 
tr · · 
auung to teachers who lack prior knowledge of mediation strategies would provide 
answer t h. s O t 1s question. 
A third set of questions pertains to the role that setting plays in teachers' 
knowledge a d · · · · · h 1 n practice of conflict mtervent1ons m t e c assroom. 
NAEyc a d. · h ' . . ? ccre 1tat10n play in the nature ofteac ers mtervent10ns. 
What role does 
Indications of the 
importance of the role that setting plays in children's conflict has been documented in 
Previou · · d. db NAEYC d. · s research. In this study, program quahty as m 1cate y accre 1tat10n 
status . , . · 
, Was found to be significantly associated with teachers mtervent10n strategy. 
Alth0ugh specific training in early childhood education appears to be inadequate for 
Prepar· · f h d. · mg teachers in the use of mediation strategies, aspects o t e accre 1tat10n 
Process · h NAEYC may be more effective. Since only two of the e1g t centers were 
accredited, generalizations of present findings cannot be made. Future studies that 
systematically examine the effect of accreditation on teacher interventions using larger 
samples are needed. 
76 
Conclusions and Implications for Practice 
Although researchers differed in their views of how and to what extent adults 
affect children's development, they agree that adults who interact with children in early 
childhood class d · b · h · · h · · I l rooms on a ruly asis ave a ma3or impact on t elf socia , mora and 
co . . 
gnitive development. In order to support teachers in their efforts to help children in 
th" 
is development, we must first gain a better understanding about the conditions that 
Promote ch ·1d ' ' i ren s development and teachers efforts. This study generated data that 
not only furth h. d. · l · · l · ers t 1s understanding but also points to ad 1tiona empmca questions 
about factors that affect teachers' interventions in children 's conflict. Present findings 
suggest a potentially important role of accreditation on the quality of teacher-child 
Interact· · · I · k" 11 Th IOns, particularly in children 's development of conflict reso ut10n s I s. ey 
also sugo · · h"ldh d h · h .::,est a need for more education and trrunmg of early c i oo teac ers mt e 
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(school name & Address) 
Dear c . enter Director 
' 
Center Recruitment Letter 
I am a do t J · . . . 
Dep c ora student m early chIJdhood education m the College of Education, 
Parka1ment of Curric.u]um and Instruction, at the University of Maryland at College 
Ba]f · am currently m the process ofrecruiting childcare centers in the greater 
inte:Vmor~-W ~shington metropolitan area to participate in a study on teachers' 
dire t ~ntions m children's peer conflicts. This study is being conducted under the 
Ru; Ion of my advisor, Dr. Greta Fein, who is a professor in the Department of 
an Development at the University of Maryland at College Park. 
~~;~ ~ollection involves videotaping children in classroom freeplay activities. Each 
Cent Is expected to be videotaped for approximately 5 minutes during freeplay time. 
infc er ~d teacher questionnaires would also have to be completed for background 
co:fi;atI?n. Please be assured that all information obtained will be kept strictly 
and I entiaJ. Identification numbers and pseudonyms will be used in all discussions 
stud reports :e.Jate? to all centers, classrooms, teachers and c~ildren involved in the 
an ~- Participation is voluntary. Participants are free to withdraw from the study at 
Y time Vd · h I · · · h natu . ·. I eotaped conflict segments of children wit parenta permISSion m t e 
Part·r~hst~c classroom setting that included children without parental permission for 
di ici~ation will be excluded from the analyses and will not be used in any 
scuss10 
ns, reports, or presentations. 
~i~~~{ of the co~sent form for the center dir~ctor, participating t~achers a?d parents of 
ar . n enrolled m participating classrooms 1s enclosed for your mformat10n. If you 
an~ ;terested in participating in this study, please complete the Center Consent Form 
at ontact me by _____ to schedule a meeting with you and or your teachers 
Your convenience. 
Pleased . 
c O not hesitate to contact my advisor or me should you have any quest10ns or 
01
:ncerns. Your willingness to participate in this study would be greatly appreciated. I 
h Y_ be reached at (410) 997-4290 (home) or (301) 405-5612 (work). I look forward to 
eanno fr 














Teacher Recruitment Letter 
September, 1996 
Dear Teachers, 
I am a doctoral student in early childhood education in the College of Education, 
Department of Curriculum and Instruction, at the University of Maryland at College 
Park. I am currently in the process of recruiting childcare centers in the greater 
Baltimore-Washington metropolitan area to participate in a study on teachers' 
interventions in children's peer conflicts. This study is being conducted under the 
direction of my advisor, Dr. Greta Fein, who is a professor in the Department of 
Human Development at the University of Maryland at College Park. 
Data collection involves videotaping children in normal classroom freeplay activities. 
Each child with parental permission is expected to be videotaped for approximately 5 
minutes during freeplay time. Please be assured that all information obtained will be 
kept strictly confidential. Identification numbers and pseudonyms will be used in all 
discussions and reports related to all centers, classrooms, teachers and children 
involved in the study. Participation is voluntary. Participants are free to withdraw 
from the study at any time. Videotaped conflict segments of children with parental 
permission in the naturalistic classroom setting that included children without parental 
permission for participation will be excluded from the analyses and will not be used in 
any discussions, reports, or presentations. 
Your return of the Teacher Consent Form by ______ will be greatly 
appreciated. Please do not hesitate to contact my advisor or me should you have any 
questions or concerns. Your willingness to participate in this study would be greatly 
appreciated. I may be reached at (410) 997-4290 (home) or (301) 405-5612 (work). I 













I am a doctoral d . . . . 
DePartm stu ent m early chzldhood educat10n m the College of Education 
Park I ent of Curriculum and Instruction, at the University of Maryland at Colleoe 
Ba1ti~o ~urr~ntly in the process of recruiting childcare centers in the greater 
0 
interve ~~ ~shmgton metropolitan area to participate in a study on teachers' 
direction 
10
;s m chi~dren's peer conflicts. This study is being conducted under the 
Buman; 
0 
my advisor, Dr. Greta Fein, who is a professor in the Department of 
evelopment at the University of Maryland at College Park. 
Data co Hect. . . 
Each child 1~n mvolves v1de~ta~ing_ children in norma~ classroom freeplay ~ctivities. 
minute d ~ 1th parental permtss1on 1s expected to be videotaped for approxtmately 5 
kept st~ct~nng freepl~y time. ~leas~ be assured that all information ?btained w_i11 be 
discus . Y confidential. Identtficat10n numbers and pseudonyms w111 be used m all 
involv!~
0
?s and reports related to all centers, classrooms, teachers and children 
from the ;n the study . . Participation is volunt_ary. Participants ~e free ~o withdraw 
Perm· . t~dy at any time. Videotaped conflict segments of children with parental 
Perm ~ss~on In the naturalistic classroom setting that included children without parental 
1ss1on fo · · 1 d ·11 b · any ct · . r part1c1pation will be excluded from the ana yses an w1 not e used m 
tscuss10 
ns, reports, or presentations. 
Your ret 
Pleas d urn of the Child Consent Form by ______ will be greatly appreciated. 
cone e O not hesitate to contact my advisor or me should you have any questions or 
may :rns. Your willingness to participate in this study would be greatly appreciated. I 
to re ~ ~eached at (410) 997-4290 (home) or (301) 405-45612 (work). I look forward 
ce1vmg 










Center Consent Form 
To examine teacher interventions in 2, 3, and 4 year-olds' peer 
conflicts during freeplay time in the classroom. 
I, __________ _y give my permission for the center 
to participate in the research project being conducted by Dora Che~, 
from the Graduate School in the Department of Education, Curriculum 
and Instruction, at the University of Maryland at College Park. I 
understand that I will be asked to do the following: 
1. Give teachers information about the study along with the consent 
form for participation. Collect and return the completed consent 
form( s) to researcher. 
2. Complete the enclosed Center Survey Form and return it along with 
the requested information and completed teacher consent form(s) . 
3. Distribute and collect permission forms from parents of the children 
in participating classrooms. 
4. Work with researchers to schedule videotaping time blocks as 
needed. 
I understand that all information collected for this study will be kept strictly 
~o;fidential . Identification numbers and pseudonyms will be used in all discussions 
t
n reports related to all centers classrooms teachers and children involved in the 
S Udy p . · ' ' . hd fr h .- art1c1pation is voluntary. Participants are free to wit raw om t e study at 
any time. Videotaped conflict seoments of children with parental permission in the 
naturalist· 1 :::, · h l · · fc . . ic c assroom setting that included children wit out parenta perm1ss10n or 
P~Q . . 
d. pation will be excluded from the analyses and will not be used many 1scussi . ons, reports, or presentat10ns. 
~ 
Dora W Ch. · en 
1207 B · . 
0 ~ eiljamm Buildino i.uce fL o 
D . 
0 aboratory Experiences 
n1v · 
Coll ersity of Maryland at College Park 
C' ege Park, MD 20742 
;;01 ) 405-5612 
A.~;e of Director: 





Dr. Greta G. Fein 
3rd floor, Benjamin Building 
Department of Human Development 
University of Maryland at College Park 
College Park, MD 20742 
state Zip 




Teacher Consent Form 
To examine teachers' interventions in 2, 3, and 4 year-olds' peer 
conflicts during freeplay time in the classroom. 
I, ---:--------- ------ agree to participate in the research 
project being conducted by Dora Chen, from the Graduate School in the 
Department of Education, Curriculum and Instruction, at the University 
of Maryland at College Park. I understand that I will be asked to do the 
following: 
1. Maintain normal routines and patterns of classroom organization and 
management during videotaping sessions. 
2. Help collect permission forms from parents for their child's 
participation in the study. Help researcher arrange for randomly 
selected children to be videotaped. 
3. Return this completed form to your center director or to Dora Chen. 
I understand that all information collected for this study will be kept strictly 
confidential. Identification numbers and pseudonyms will be used in all discussions 
and reports related to all centers, classrooms, teachers and children involved in the study Parf · · · · hd fr h d · v· · 1c1pat1on 1s voluntary. I am free to wit raw om t e stu y at any t1me. 
cl~~eotaped c~nflict segments of children with parental permis~io_n in the nat~~alis!ic 
. sroom settmg that included children without parental perm1ss10n for partIC1pat1on, 
Will be excluded from the analyses and will not be used in any discussions, reports, or 
Presentations. 
~ 
Dora W. Chen 
O
l ! 7 Benjamin Buildino 
!llC f b 
D . e 
O Laboratory Experiences 
niv · 
C ersity of Maryland at College Park 
,.,ollege Park, MD 20742 
(_,Ol) 405-5612 
(4 IO) 997-4290 
Name of Teacher· 
Add · ress of Teach er: 
Phon N e umber: 
Signature of Teacher 
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Faculty Advisor: 
Dr. Greta G. Fein 
3rd floor, Benjamin Building 
Department of Human Development 
University of Maryland at College Park 




Child Consent Fonn 
To e~amine teachers' interventions in 2, 3, and 4 year-olds' peer 
conflicts during freeplay in the classroom. 
I, _ _ ___________ , give pennission for my child, 
_______________ __, to participate in the 
research project being conducted by Dora Chen, from the Graduate 
School in the Department of Education, Curriculum and Instruction, at 
the University of Maryland at College Park. . I understand that 
my child will: 
Play and interact in the classroom as usual. He/She will be 
videotaped during freeplay time for approximately 5 minutes 
during freeplay time. 
My responsibilities will include the following: 
Give consent for my child to participate in the study by 
completing this form and returning it to my child's classroom 
teacher or the center director by the following date: __ _ 
I Understand h . 
confid . t at all information collected for this study will be kept strictly 
and re ential. Identification numbers and pseudonyms will be used in all discussions 
study_ p;~s. r~lat~d t~ all centers, classrooms, teachers and children invol~ed in the 
any ti rti~ipat1on 1s voluntary. I am free to withdraw my child from this study at 
includ:·c ~ideotap~d conflict segments of children w}t? pa:ental permission which 
the an 
1 
hI1dren without parental permission for part1c1pat10n, will be excluded from 
a Yses and will not be used in any discussions, reports, or presentations. 
~ -
Dora W · 
1207 . ~hen 
Offi BenJamin Buildino 
ice ofL b o . 
Faculty Advisor: 
Dr. Greta G. Fein 
Dniver . a oratory Expenences 
Colleo:1{; of Maryland at College Park 
(301t40 ark, MD 20742 
3rd floor, Benjamin Building 
Department of Human Development 
University of Maryland at College Park 
College Park, MD 20742 
5-561 2 (410) 997-4290 
Name f 
A.d O Parent: 
dress of p ------------arent: _____________________ _ 
Child's Name: ____ _ 
street 
Borne Ph city 
one Number:_L __ L _________ _ 
state zip 
s· 
ignature of p arent __________ _ Date: _____ _ 
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Center Survey Form 
---------------------
Address: 
Phone: city sUlte zip 
Contact Person: 
------------ Position: -------
~er a JE ~ ~0 rollment Information: 
I T .. 
Uition per child per week: $ 
2 
TotaJ # children enrolled: _"'-_-_-_-_--3-__ T_o_t_al_#w_ith social service vouchers: 
4 
NAEyc Accredited? YES NO In the process 
5 If - -- --
.D YES: Date of most recent NAEYC accreditation: ________ _ 
ate of expiration . 
lfev . . . --------------
"-Pinn · · g Withm the next 6 months, do you plan to renew? __ YES NO 
6 If "In the pro " D f . . . . f cess : ate o mitiat10n o process: ________ _ 
When do you expect to be validated? ______ _ 
General CI 
assroom Information: 
1· Total # f . 0 full-day classes m the school: __ _ 
What a h · · ? re t e different aae aroups I classes at this center . 
~ ~ 
Please list them below: 
Please · h 1 · 
c Provide information about the children and teachers for eac c assroom m your 
enter on th 
e following pages. 
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2 Total# of 2 Class #l yr. old classrooms: ---- Teacher-Child ratio: 




------- DOB oldest child: 
eacher 1: -----
Position: Years of experience in this field: ___ _ 
-~ Highest degree : -----
Area of study: ____ _ 
FTT eacher 2: Years of experience in this field: 
Position: Highest degree : 
Area of study: 
PTT eacher 1: 
Years of experience in this field: 
Position: 
I 
Highest degree : 
Area of study: 
q i ' ,,, ., ,, 
~\' 
I 
PTT eacher 2: 
Years of experience in this field: 
Position: Highest degree : 
Area of study: 
Class #2· · Total #children: ___ #full-time (FT) teachers:_#part-time(PT):_ 
DOB J?r youngest child: DOB oldest child: ___ _ 
Teacher 1 · 
P 
· · - ------ Years of experience in this field: ____ _ 
os1tion· 
Area of study: ___ _ 
Highest degree : ____ _ 
FlT eacher 2· Po · · ------- Years of experience in this field: ____ _ 
s1tion· Highest degree :_____ Area of study: ____ _ 
Plt eacher 1· 
p . . 
os1tion: 
Years of experience in this field: ___ _ 
Highest degree :_____ Area of study: ____ _ 
PTT eacher 2· 
P · · Years of experience in this field: ___ _ 
os1tion: - ------Plea Highest degree :- Area of study ____ _ 
se attach With a copy of the daily schedule of activities for each classroom, along 
a class r . 1st with children's names, date of birth, and sex. 
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3. Total # of 3 yr. old classrooms: Teacher-Child ratio: 
Class #1: Total #children: ___ #full-time(FT) teachers: _ _ #part-time(PT):_ 
DOB youngest child: DOB oldest child: ____ _ 
FT Teacher 1: Years of experience in this field: 
Position: Highest degree : Area of study: 
FT Teacher 2: Years of experience in this field : 
Position: Highest degree : Area of study: 
PT Teacher 1: Years of experience in this field: 
Position: Highest degree : Area of study: 
PT Teacher 2: Years of experience in this field : 
Position: Highest degree : Area of study: 
Class #2: Total #children: ___ #full-time (FT) teachers: __ #part-time(PT):_ 
DOB youngest child: ______ _ DOB oldest child: ___ _ 
FT Teacher 1: ______ _ Years of experience in this field: ____ _ 
Position: ---- Highest degree : _____ _ Area of study: ____ _ 
FT Teacher 2: Years of experience in this field: 
Position: Highest degree : Area of study: 
PT Teacher 1: Years of experience in this field: 
Position: Highest degree : Area of study: 
PT Teacher 2: Years of experience in this field: 
Position: Highest degree : Area of study: 
Please attach a copy of the daily schedule of activities for each classroom, along 
with a class list with children's names, date of birth, and sex. 
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4. Total # of 4 yr. old classrooms: ____ Teacher-Child ratio: __ _ 
Class #1: Total #children: ___ #full-time(FT) teachers: __ #part-time(PT):_ 
DOB youngest child: DOB oldest child: 
FT Teacher 1: Years of experience in this field: 
Position: Highest degree : Area of study: 
FT Teacher 2: Years of experience in this field: 
Position: Highest degree : Area of study: 
PT Teacher 1: Years of experience in this field: 
Position: Highest degree: Area of study: 
PT Teacher 2: Years of experience in this field : 
Position: Highest degree : Area of study: 
Class #2: Total #children: _ __ #full-time (FT) teachers: __ #part-time(PT):_ 
DOB youngest child: ___ ____ _ DOB oldest child: ___ _ 
FT Teacher 1: ------- Years of experience in this field: ____ _ 
Position: ---- Highest degree : _____ _ Area of study: _ ___ _ 
FT Teacher 2: ------- Years of experience in this field: ____ _ 
Position: ---- Highest degree : _____ _ Area of study: ____ _ 
PT Teacher 1: ------- Years of experience in this field: ____ _ 
Position: - - -- Highest degree : _____ _ Area of study: ____ _ 
PT Teacher 2: ------- Years of experience in this field: ____ _ 
Position: ---- Highest degree : _____ _ Area of study: ____ _ 
Please attach a copy of the daily schedule of activities for each classroom, along 
with a class list with children's names, date of birth, and sex. 
THANK YOU FOR TAKING TIME TO COMPLETE THIS FORM. 
Please call Dora Chen @ 301-405-5612 or (410) 997-4290 to pick up this information as soon as 
you have completed it. 
90 
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Appendix D 
Racial Composition and Percent Return of Consent Forms of Children and Teachers by Age Group 
Age Children's Racial Compo.(%) Teachers' Racial Compo.(%) Children's Average 
Group (n) Cauc. Afr.-Arrier. Others Cauc. Afr.-Amer. Others _% _Consent Rtn. 
2's (n == 95) 1 64% 23% 8% 62.5% 16.7% 20.8% 95.6% 
3's (n == l56)b 74.4% 21.1% 4.5% 75% 16.7% 8.3% 91.7% 
4's (n= 149)° 74.5% 17.4% 8.1% 57.9% 26.3% 15.8% 91.8% 
Overall 72.8% 20.5% 6.8% 65 .7% 19.4% 14.9% 93% 
Note: percentages are based on the number of children and teachers who participated in the study. 
• Mean age 2 years 5 months, range between I year 6 months and 3 years 3 months, SD == 4.1. 
b Mean age 3 years 5 months, range between 2 year 8 months and 4 years 5 months, SD== 4.4. 
0 
Mean age 4 years 5 months, range between 3 year 2 months and 5 years 7 months, SD = 4.3. 
Teacher's Average 






Center Type # on Social Tuition 
Service ($) 
Vouchers 2's / preK 
l religious O I 251 93.75 
2 religious 3 / 80 98 / 105 
3 for profit 2 I 100 125 / 135 
4 for profit 0 / 72 128 / 135 
5 corporate 0 / 80 171/195 
6 for profit 0 I 92 156 
7 employee- l/ 99 90 I 93 
sponsored 







Level Educ. Yrs. Experience ECE Educ. 
no 3.3 4.4 l / 7 
no 3.7 7.9 0/7 
no 2.0 4.6 0/7 
no 3.1 4.8 2/9 
yes 3.7 2.4 5/9 
yes 3.8 9.2 3/9 
no 2.9 7.1 1 / 8 





General Taping Procedures 
1. Remember to turn on the microphone and check for sound quality. Use the 
earphone. 
2. ZOOM in closer, when possible, to target child's face, and include children he/she 
is beginning to interact with. This will help coders figure out what's going on, what's 
being said, and by whom. 
3. Remember to tum off the microphone before packing up. 
4. Use one tape for each classroom. Be sure to label each tape clearly by name of 
school and age group. Each tape is 2 hours long. Use additional tapes as needed. 
5. Drop off each tape as the taping of each class is completed. These tapes will be 
duplicated. 
Identifying Peer Conflicts 
1. Peer conflict events are those in which one person protests, resists, or retaliates the 
actions of another. Initial oppositions signal the onset of conflict. Examples of initial 
opposition are: NOi MINE! STOP IT! I WANT TO USE IT TOO. BUT IT'S MY 
TURN NOW. 
Remember: a hit, kick, take, grab, etc . .. . without a corresponding opposition is NOT a 
conflict. When someone answers another's request, responds to a comment, or adds to 







Sara: I have two dogs and they both love me. 
Sam: But they also love me too right? 
The "BUT" h . 
ere 1s not an opposition; it doesn't contradict or oppose what's said by 
Sara 
Other exa 1 
mp es of such responses: But I have two, too! 
But mine doesn 't love me. 
But I don 't have two dogs. 
Bowever th . . . . 
, ere IS a conflict of mterest or idea 1f SAM says: 
OR, 
NO, they don 't love you. They love me. 
No, you have only one dog. 
2
· When · d d 1 · - · ·1 10 oubt as to whether a peer conflict occurre , a ways contmue tapmg unt1 
the end f 0 5 minutes. Watch out for those quiet, non-aggressive, almost cordial, and 
Very b · 
nef conflicts. These can very easily be overlooked. 
3 Co · 
ntmue to tape for at least 1 o seconds after the end of a conflict event before 
endino th -
0 e taping segment for the target child. 
4 
Includ · · b e teachers and what they say. If children solicit teacher mtervent1on, e sure 
to · 
Include those teachers as soon as solicitation is initiated. 
' 
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1. Be in th 1 
e c assroom for 20 to 30 minutes. Talk to the teacher about whether she/he 
Would like to introduce you to the class or if she/he prefers you to just be in the room 
and oreet th h.1 0 e c 1 dren if they come up to you. 
2 
When children asked who you are, say that you are just a visitor who is here to see 
What the . 
Y are domg when they are in school . Then politely but firmly encourage 
children t " " 0 go play and do not encourage interaction. 
3 
Walk around with the camera. Let them get used to your presence with the camera. 
4
· Do Wann · · · l p· k 4 t 5 -up practice tapmg for IO to 20 mmutes per c assroom. 1c o 
children fr . . d . h 
om each class during this time and practice followmg tapmg proce ures wit 
thern. 
5 
Get a feel for how and where you can be during freeplay time, to be least 
conspicu 
ous, yet able to obtain a clear view and sound. 
6 
View the practice tape that evening and check for any issues or areas for concern. 
~~£ . 
or sound clarity. Then, rewind the tape so it is ready for actual tapmg. 
mo 
Dse the given "Randomly Ordered List of Children for Videotaping" sheet for each 
classro 1 b 1 
om and write each target child's name on file folder a es. 
2. Make note of children without consent - jot their names on the folder and /or on 
the to 
P of the classroom's 'order for taping ' forms. 
3 
Do not prepare a name tag for these children so you '11 remember which 
Chi]df ch·l . 1 dren you should avoid during tapmg. 
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Actual D t C 1 . . ~ a a o lect1on Tapmg 
I . Ask teachers for help in putting a name tag on each target child. 
2
· Double check with the teachers as needed on which children is NOT in the study. 
3. u 
se the "Randomly Ordered List of Children for Videotaping" form to identify 
taroet ch"ld 
-=> 1 ren and begin taping. 
4 
Use the attached instructions for recording taping notes. Record these on 
Randomly 
0rd
ered List of Children for Videotaping" sheet. 
At the End of Each Ta ina Da 
I. Sort through your tapes. Be sure you have audible sound. 
2
· Sort through your "Randomly Ordered List of Children for Videotaping" sheet. 
Make a revised sheet for taroet children who still need to be taped. Begin the new liSt 
~ 
With th h" 
e c Ild after the last child taped. Follow the order . 
.., 
., Recharge batteries as needed. 
4 





-•-J;.4"~--:."'i,;:"" _ __ ...,._,.. _______ _ - ---
Decision R 1 
u es for Videota ino- and Instructions for Recordin Ta ino- Notes 
l. Symbols to use: drop or X: Dropped, less than 5 minutes of taping. XI , X2, 
X3 indicates the first, second, and third drop. 
I: A conflict occurred. 
-- I : No conflict first time; tape child again when next 
turn comes up. 
- 2: No conflict second time; end taping for this child. 
Abst: Child is absent from room or not yet in school; 
skip over this turn. 
Skip: Skipped over turn during this round of taping. 
Try again during next round when turn comes up. 
a taping session is aborted I interrupted; must re-
tape a full 5-minute session at next round. These 
do not count. 
2 Situatio h . . . 
ns w en SKIPPING a 5-minute tapmg turn 1s required: 
3 s 
*target child is absent from room for any reason during turn to be taped. 
* target child is with a visitor or a no-consent child when turn came up. 
*target child is in solitary play and is more than 2 feet radius from other 
children when turn came up. 
ituati · · · d 0 ns when DROPPING a 5-minute taping sess10n 1s requlfe : 
*for more than JOseconds, target child moved to a teacher-directed activity or 
began playing alone, more than 2 feet radius away from other children. 
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4
· Situations when a 5-minute taping session must be interrupted: 
*target child ends up playing with a no-consent child or a visitor in the room 
after a taping session has begun. 
*target child left the room after taping has begun. 
5 
A target child's taping is completed if he/she has: 
*ONE conflict event. 
*2 dropped and I no-conflict taping sessions. 
*3 dropped taping sessions. 
*2 no-conflict taping sessions. 
6 
A target child who is absent for more than I week after the taping in all the classes 
in the s h c ool has been completed will be dropped from the study. 
7
· Target children who are playing by themselves (more than 2 radius feet away from 
Other h ·1 · · · ·11 b c 1 dren) when their tum comes up for tapmg for three consecutive times w1 e 
considered no-conflict children. 
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Appendix G 
Randomly Ordered List of Children for Video Taping 
Center: 
Age range: -------
Te ache r 1: 
Class: 
Observer: -----
Average Age: ______ -'a""'s'--'o""f'-'9c:..c/;l!.."-/9=6 
Teacher 2: _____ _ Teacher 3: 
Note: Cl ·1 u dren 1· on sub "" .sted below in nmdom onlec Those absent dming tum of obsmation will be obs,n,<d a•ain 
~uent ·· . · . . 
" 
N '>filt,, accocding to ocdec on th, list, until ru1 with ooc<nt,l o<onusson "" obsav«i 
ame s I 
Round C 










Conflict Coding Manual 
The coding schemes for children's conflict resolution behaviors and teacher 
Interventio . . . 
n strategies for this study have been adapted from the codmg categories 
used in . 
previous research. This manual details the instructions for coding and the 
definition d 
an sources of terms and coding categories, along with related decision rules 
for Codino 
.::, . 
Instru · -I. Review th d fi · · · 1· d · h" d e e 1mt10n of terms and categones out me m t 1s ocument. 
2 
Watch the ·d · · P 1· d" th v1 eotape of conflicts from the trammg tapes. rac tee co mg e 
conflicts b 
ased on these definitions. Note any questions about the definitions and how 
to apply th · · c. 1 ·fi · em tn the coding process and bring them to meetmgs 1or c an 1cat10n. 
3 F 
or each fl" · · con 1ct event, you will be determmmg: 
a. the onset and the end of the event; 
b. the length of the conflict event; 
c. the issue of conflict based on the initial opposition; 
d. the conflict behavior of children based on the behavior of children just prior 
to teacher intervention or at the end of a conflict event; 
e. Whether the event escalated; 
f Whether teacher intervention was involved; 
g. identify the teacher involved when teacher intervention occurred; 




4 Use the att h d fc 
ac e orms to note the nature of the turns taken by each member of the 
conflict and 
enter the codes for each of the 8 aspects noted in #3 above. Save these for 
discussions Th . . . 
· e same forms will be used m the codmg of the actual data tapes. 
~nition,, d 
~n sources of terms and coding categories 
I Cont1 · 
~ refers to whether an observation of a target child involves a peer 
conflict C nf1. 
· 
0 ict observations are those involving a peer conflict event. Non-conflict 
observations are those without any peer conflicts during the period of observation. 
Peer conff . . 
ict events are those in which one person protests, resists, or retaliates the 
actions f . 0 another (Hay, 1984; Shantz, 1987). Initial oppositions signal the onset of 
conflict E . . . . . 
· xamples of m1t1al oppos1t10n are: NO! MINE! STOP IT! I WANT TO 
USE IT Too. BUT IT'S MY TURN NOW. Clear settlements or a shift away from the 
disputed . . 
event to a new activity signals the end of confhct (Eisenberg & Garvey, 1981 ; 
Genish· & . 
i Di Paolo, 1982). 
f) . 
~ion n,jl- . . 
~s for determinina the onset and end of a conflict event. :, 
* Actions or inactions such as a hit, bite, take, grab, and ignore of another's 
request ar h · · h 
e events that trigger the conflict. By themselves, wit out opposit10ns, t ey 
~-
signal the onset of a conflict. An opposition to one or more of these events 
signals the onset of a conflict. Examples of initial oppositions are NO! MINE! STOP 
tr, I 
. WANT TO USE IT TOO. BUT IT'S MY TURN NOW. The end of the event 
WilJ be signaled b 1 . d. . fth resolution or non-resolution of the issue of Y a c ear m 1cat1on o e 
disput h . 
e, or when th . . d d d neither party continues to pursue t at issue e topic 1s roppe an 
(Eisenberg & Garvey, I981; Killen & Naigles, 1995; Killen & Turiel, 1991). 
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-
--~-:;..-- - "'-~ - -- -~--...-..---------- -· 
* A 1 O-second interval in which neither party continues to pursue the issue of 
dispute sio 1 
' 
0 na s the end of the conflict event (Russon, Waite & Rochester, 1990). 
* Shifts in the issues of conflict within some conflicts does not necessarily 
signal the b o. . 
e.::,mnmg of a new conflict event. A new conflict event that is signaled by 
chanoe in th . 0 
e issue of conflict can only follow an unresolved event when a l 0-second 
or longer 1 . . 
apse m t1me between exchanges or when the topic is dropped. 
2· Th 1 
- refers to the total number of seconds taken by all children 
Involved in a p fl . . f. . . 1 . . h . f eer con 1ct event from the pomt o m1tia oppos1t10n tot e pomt o 
teacher i . . . 
ntervention or the end of a conflict event when teachers did not mtervene. 
*Begin counting with the initial opposition. Thus, freeze frame at the first 
Verbal o . . . . 
PPosit1on (No .. . ), or first indication of non-verbal resistance ( example, for hits 
or kicks . 
' at the hft of hand / foot" for orabs at first clear reach). 
' ::::> ' 
*Stop counting at the first indication of the end of a conflict when teachers did 
not interv . . fr fr 
ene or at the first indication of teacher mtervent10n. Thus, eeze ame at the 
Point of d / . . fi h 
eparture or tum of face ; body away from conflict partner s1tuat10n or t e 
last t 
urn taken by a conflicting partner for topic dropped non-resolved events, or at the 
Point of · · · · d F 
Y1eldmg to a protest for yielded ; compromised I negotiate events. or 
teache . . . 
r Intervened events freeze frame at the point of teacher mterventwn. 
' 3 I 
ssues f · fd. t ~ refer to the nature of the topic o 1spu e. 
~ : Hitting, biting, and punching, for example. 
Name-calling and teasing. 
c Di.st ·b · f Not shari·ng, tum taking, and ignoring others ' use ~n ution o resources: ~ ~ 
of space or materials such as grabbing and taking. 
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~ 
e S · 
~ 
- -;.,._ _ _ 'Z,..+· - - --~--·-------- - -
Who will do what, when, where, how ..... 
Violation of class I school rules; running indoors, 
eating with hands instead of spoon, when and 
how to cleaning up ... 
4 Children's ff . 
. con 1ct behaviors are categorized into 4 levels: non-insistence, low 
insistence . . 
' moderate msistence and high insistence. These behaviors are noted for the 
last two tu . . 
rns Just pnor to the point of teacher intervention, or at the end of a conflict 
event Wh 
en no teacher interventions were involved. 
a. NQ__n insistence are those behaviors involving the use of reasoning 
and oth 
er conciliatory behaviors such as yielding, compromising and negotiating 
(Bisenber & 
g Garvey, 1981 ; Laursen & Hartup, 1989; Phinney, 1986; Sackin & Thelen, 
1984). 
b ~are those behaviors involving the use of non-physical, 
indirect . . . 
' passive resistance such as ignoring others (Eisenberg & Garvey, 1981) and 
not givin . 
g 10 or compromising. 
c. Mili:lerate insistence are those behaviors involving NO infliction of physical 
Orp 
sychologicaJ harm, but involves standing firm, direct verbal or non-verbal 
insisten . . . . 
ce of own wants (Eisenberg & Garvey, 1981), solic1tat10n ofth1rd-party teacher 
orpe . 
er intervention (Russon, Waite, & Rochester, 1990), and use of verbal simple 
assert · 10
ns and commands (Eisenberg & Garvey, 1981 ; Genishi & DiPaolo, 1982), 
Without . 
Physical assertions of own needs and wants. 
d.~behaviors are those involving the use of physical force or 
resista 




-':;.=-:1:. - 1:. - --- ~-.,,. ....,._ _______ - -
infliction of h . 
P ysical harm and / or psychological harm (Eisenberg & Garvey, 1981; 
Rillen & T . 
unel, 199 I), with or without verbal . 
5 
~lation 4'.'. 
~reters to whether a conflict event escalated. Note the types of conflict 
behavio · 
. rs involved at the very beginning of the conflict, and see if the emotions 
Intensified . 
or if the level of insistence increased instead of remained the same or 
decreased. 
6
· Child sor · . . . . . . 
~ refers to whether children solicited teacher mtervent10n m a 
conflict 
event. For each event a decision is made as to whether children solicited 
' 
teacher int . . . 
ervention. Solicitations are counted only if children clearly and actively 
soughtte h 
ac er attention or help. 
Decision 1 
ru es for codin for child solicitation: 




e teacher across the room are not counted as child solicitation. 
*Getting up and movino toward an adult in the room or calling for a specific 
::::, 
teacher 
are counted as child solicitation. 
7. 
Teach · · 1 d · ff ~ refers to whether teachers became mvo ve m a con 1ct 
event. 
~refers to the time (in seconds) between the onset of conflict 
and the · . 
Point of mtervention. 
Teacher interve t · . h b en cateaorized into 2 main types: cessation n 10n strate 1es ave e o 
and Illediation. S . d d ly for the first teacher who intervened in a trategies are co e on 




- ,_, __ 'I;;---- -. .... -.. ........- - ------ .,- . 
a. Mediatio · 
- n strategies (MED) are those that encouraged and/or helped the 
Parties involv d . 
e resolve theJr own conflicts. The role of the adult here is one of 
facilitator. 
Solutions to conflicts are child-generated with or without adult assistance 
(Bayer, Whal . 
ey & May, 1995; DeVnes, Reese-Learned & Morgan, 1991; DeVries & 
Zan, 1994· R 
' usson, Waite & Rochester, 1990). 
Decision 1 
ru es for mediation: 
*Teachers tried to find out what the children's concerns were. 
*Teachers did not end the conflict by telling children what they should or 
should 
not do, OR use distractions to get children's attention away from the problem 
they 
are having. T eachers encourage children to come up with solutions and offer 
suggestio fc 
ns or ways to resolve the conflict as needed. 
*Teachers are more concerned with helping children arrive at solutions to their 
o-wn b 
Pro lems, or that solutions are acceptable to all children involved - even if the 
topic eve . 
ntuaUy gets dropped and no final solutions were arrived at. That is, even if 
the ao 
oreement among the children was to drop the issues - "agree to disagree." 
*When teachers simply say, ''Use your words," or "Ask him if you can use it," 
aod 0 ther · bl · h ways of encouraoino children to try to resolve theJr own pro ems wit out 
b b 
Physically b · · · · · 1 d d · ecommg involved in the discuss10n with all the parties mvo ve , co e 1t as 
I11ediation T · · · ·11 b · 1 ft · eachers are intervening sparmgly here; the resolut10n 1s st1 emg e to 
the Child ren. 
b. ~sation strategies (CESS) are those aimed at external management of 
Children' . . . h i:-. h 
s conflicts by prescribing appropriate behavior, d1stractmg t em 1rom t e crux 
of their h"ld · 1 d (B Problem, or removing the source of conflict for the c I ren mvo ve ayer, 
105 
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Whaley&M . 
ay, 1995; Russon, Waite & Rochester, 1990). The adult assumes a 
Position of th . 
au onty whose role is to judge given situations. Thus, solutions to 
conflicts 
are adult-generated and the resolutions of conflicts are also adult determined 
(Killen & T . 
unel, 1991 ). 
Decision 1 ru es for cessation strategy: 
*Teachers did not try to find out what the children's concerns were. 
Assumpt · 
ions Were made (rightly or wrongly) about what had happened. 
*Teachers end the conflict by telling children what they should and should not 
dooR . . . 
use d1stract1ons to get children 's attent10n away from the problem they are 
havino T . . 
0 · eachers simply call out child's/ children 's name - as a way to stop what they 
are doino 
o· 




.fuunmary of the KAPPA Scores and Percent Agreement for Inter-coder Reliability 













94% ( 92 -100%) 
(0.87 - 1.0) 
(0. 76 - 1.0) 
(0.86 - 1.0) 
0.88 (0.73 1.0) ~~egsJYL ___ __.:ML.J W~LQL----------
a 
averag KAP 
e PA scores for each measure. 
b 




Definition of Terms 
I. Conflict st t 
~ refers to whether an observation of a target child involves a peer 
conflict 
Conflict observations are those involving a peer conflict event. Non-conflict 
observ · 
ations are those without any peer conflicts during the period of observation. 
Peer conff 
ict events are those in which one person protests, resists, or retaliates the 
actions of 
another (Hay, I 984; Shantz, 1987). Initial oppositions signal the onset of 
conflict E 
· xamples of initial opposition are: NO! MINE! STOP IT! I WANT TO 
DsErrr 
OO. BUT IT'S MY TURN NOW. Clear settlements or a shift away from the 
disputed 
event to a new activity signals the end of conflict (Eisenberg & Garvey, 1981 ; 
Genish· & . 1 
Di Paolo, 1982). 
2. The lenn+h . 
~ refers to the total number of seconds taken by all children 
Involved . . . . 
In a peer conflict event from the point of initial oppos1t10n to the pomt of 
teach . er int · ·d · ervent1on or the end of a conflict event when teachers di not mtervene. 
3 Issues f . . . . . . 1 . . 
~ refers to the originating topic of dispute - at the m1tia oppos1t10n. 
~ : Hitting, biting, and punching, for example. 
Name-calling and teasing. 
c. Distribution ofresources: Not sharing, turn taking, and ignoring others ' use 
of space or materials such as grabbing and taking. 
~ 
e S . 
~ 
Who will do what, when, where, how ..... 
Violation of class ; school rules; running indoors, 
. ·th hands instead of spoon, when and eatmg w1 
how to cleaning up .· · 
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4. Children's c ff . 
on ict behaviors are categorized into 4 levels: non-insistence, low 
Insistence . . 
' moderate insistence and high insistence. These behaviors are noted for the 
last two turns . . . . . 
Just pnor to the pomt of teacher mtervent10n, or at the end of a conflict 
event When . 
no teacher interventions were involved. 
a. Non insistence are those behaviors involving the use ofreasoning 
and oth . . 
er conciliatory behaviors such as yielding, compromising and negotiating 
(Eisenbero &G 
0 arvey, 1981 ; Laursen & Hartup, 1989; Phinney, 1986; Sackin & Thelen, 
1984). 
b. kw insistence are those behaviors involving the use of non-physical, 
Indirect . 
' Passive resistance such as ignoring others (Eisenberg & Garvey, 1981) and 
not givin . 
g 10 or compromising. 
c. Mlli.ierate insistence are those behaviors involving NO infliction of physical 
or Psycho] · · b 1 
ogica] harm, but involves standing firm, dlfect verbal or non-ver a 
insistenc . . . . 
e of own wants (Eisenberg & Garvey, 1981 ), so1Ic1tat10n of thlfd-party teacher 
orpe . 
er intervention (Russon, Waite, & Rochester, 1990), and use of verbal simple 
assert· 
ions and commands (Eisenberg & Garvey, 1981 ; Genishi & DiPaolo, 1982), 
Without h . 
P YSica] assertions of own needs and wants. 
d.~behaviors are those involving the use of physical force or 
resistan 
. ce (Dawe, 1934; Eisenberg & Garvey, 198; Siegal & Kohn, 1959) and 
10
t1ictio · 981 · 
n of physical harm and / or psychological harm (Eisenberg & Garvey, 1 ' 
l<i11en & T . 
une], 1991 ), with or without verbal. 
5
· Esc 1 f ff 
~refers to whether a conflict event escalated. Note the types o con ict 
behavj . . · 
ors involved at the very beginning of the conflict, and see if the emot10ns 
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inten .fi 
sz zed or if th 1 . . . . 
decreased 
e evel of mszstence mcreased mstead of remained the same or 
7. ~olicitM;,._~ . . . . 
~ refers to whether chzldren solzczted teacher mtervention in a 
cont1· 
ict event F . . . . 
· or each event, a deczszon zs made as to whether children solicited 
teach · er mterv · . . . 
entzon. Solzcztatzons are counted only if children clearly and actively 
soughtt 
eacher attention or help. 
8 ~ intPnlAn1-;~-
~ refers to whether teachers became involved in a conflict 
event. 
9 ~ ofintAr-. ,~-._:___ ' ' ~refers to the time (m seconds) between the onset of conflict 
and the . . 
poznt of mtervention. 
10 T · each · 
er Intervention strate ·es have been categorized into 2 main types: cessation 
~dm~· - .· . 
zatzon. Strategies are coded only for the first teacher who mtervened m a 
given ev . . 
ent zn the case that a second teacher becomes involved at a later pomt for 
the same event. 
a. Mediation strateoies J\11ED are those that encouraged and/or helped the 
Parties invol 
ved resolve their own conflicts. The role of the adult here is one of 
facilitator S . . . d 1 . 
· olutzons to conflicts are child-generated wzth or without a u t assistance 
(Bayer W . . 
' haley & May, 1995; De Vries, Reese-Learned & Morgan, 1991, DeVrzes & 
Zan, 1994. R 
, usson, Waite & Rochester, 1990). 
b. Cessation strate ies CESS are those aimed at external management of 
ch· 
lldren' . . . . fl h 
s conflzcts by prescribing appropriate behavzor, dzstractmg them rom t e crux 
Ofth. 
ezr Problem, or removing the source of conflict for the children involved (Bayer, 
Whale 
y & May, 1995; Russon, Waite & Rochester, 1990). The adult assumes a 
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Position ofa th . . . . . . 
u onty whose role is to Judge given situat10ns. Thus, solutions to 
conflicts d · · 
are a ult-generated and the resolutions of conflicts are also adult determined 
(Killen & Turiel, 1991). 
Ill 
Appendix K 




# no co t1· 
n ict as target child 23 I 95 
24.2% 
# no c ff 
but . on ict as target child 14 I 23 
1 involved in at least 60.9% event 
# of all 
w . observed that 86 
ere Invol d. 
one c . ve mat least 90.5% 
onflict event 
----- (75% - 100%) 
#in No events 9 
9.5% 
#" 10 1 event 44 
46.3% 












29 I 155 
18.7% 

















26 I 150 
17.3% 
















I. Correlations Between Subscales for Teacher Background Variables and the 
Frequency of Teacher Intervention for All Teachers in the Study 
2 3 4 
1. Level of Education 1.00 -.33 ** .21 -.13 
2. ECE Education 1.00 .07 .18 
,.., Experience 1.00 -.009 .) . 
4. Intervention 1.00 
Note: n = 67. 
**correlation is significant at the ·0.01 level (2-tailed). 
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I 
II Corr 1 · 
~ons Between Subscales for Teacher Background Variables and the 
freauenc· · L · 
~ atency and Strategies of Teacher Intervention for Teacher-Intervened 
I ~ 
I ----- 1 2 ,., 4 5 6 .) 1. 








. I I 1.00 .15 
4. 
Intervention -.04 1.00 
5 
Latency 1.00 .02 
~ 1.00 
Note: n === 10 1. 
* correlat· · · · 
ion 1s significant at the 0.05 level (2-tailed). 
** 








Review of the Literature 




Until recently th . 11 . . 1 f . . . 
, e potentia y positive roe o peer conflicts m children's moral 
and social d 
eveJopment has been largely overlooked. Peer conflicts are increasingly 
viewed by 
some educators and researchers as opportunities for children to advance 
their think· . 
mg and social skills by recognizing the perspectives of others and for 
learnino wa 
0 
ys to develop mutually agreeable solutions to problems (Corsaro & Rizzo, 
1990· D V. 
' e nes & Zan, 1994; Bayer, Whaley & May, 1995; Genishi & Di Paolo, 1982; 
I<iUen & s . 




is view reflects the stance posited in Piaget's theory of equilibration. 
A.ccordin . . 
g to this theory, "disequilibrium" or conflict plays a central role m 
deveJo m 
p ental change processes (Chapman & McBride, 1992). The two forms of 
conflict . . . . 
m Piagetian theory are intrapersonaJ and interpersonal. While intrapersonaJ 
COntJ · 
Ict is cognitive conflict within an individual, interpersonal conflict is social in 
nature and . . 
IS conflict between different persons. Peer conflicts are a part of these 
interpers 
onaJ conflicts. 
Piaget argues that interpersonal conflict, especially between persons of equal 
Power ( e . . . . fc 
P ers ), Is a central way of reducing egocentnsm. It provides opporturut1es or 
children t , . . V . & Z 0 confront and thus beain to consider others pomt ofv1ew (De nes an, ' ::::, 
1994). 
As children attempt to convey their own view points, they begin to find and try 
.out different ways to justify these viewpoints. Cognitive conflict within a child is 
Induced"·· · fl . t d 




h p · b·1· t " operate" with 0 eer conflicts which lead to children's increasmg a i ity O co-
Other (P· 
s Iaget, 1932). L . te with others concerns how others ought or eammg to coopera 
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ought not to be treated. Since this is one aspect of moral development (Helwig, 1995 ), 
peer interactions not only play a central role in children's cognitive development, it is 
also an important contributor to their moral and social development. 
The increasing recognition of the positive role that social conflict plays in 
young children's development of social competence and interpersonal understanding 
has led to a number of studies of children's conflict and its resolution. While research 
has provided some important information about the nature of children's conflicts, 
relatively little has been done to investigate the role that teachers play in children's 
social and moral development. 
Purpose 
This review will examine existing empirical studies on teachers' contributions 
to preschool children's developing social competence and conceptions of morality, 
particularly through their use of peer conflict intervention strategies. The first section 
defines peer conflict as it is used in studies of young children's conflicts. In the next 
section, research on the nature of children's conflicts including information about the 
incidence, issues, behaviors, escalation, and outcomes of conflict. Focus will be on 
how these aspects of peer conflict change with increasing age from infancy and 
toddlerhood through the preschool years. 
The next section covers research on the role that teachers play in children's 
conflicts. Six questions about teachers' intervention strategies will be addressed in this 
section. What are the main conflict intervention strategies that teachers of young 
children use? How often do teachers intervene? When do teachers intervene? Do 
teachers vary the use of their intervention strategies? How do teacher intervention 
strategies affect the outcome of conflicts? Is there a "best" way for intervening in 
children's conflicts? Finally, this review will conclude with a brief discussion about 
some of the limitations in the generalizability and interpretation of findings of previous 
research. 
Defining Peer Conflict 
Hay (1984) operationally defined social conflicts as events that occur "when 
one person does something to which a second person objects; the initial act may or 
may not have been intended to harm its recipient. Conflict persists until the persons 
cease to be at variance." Thus, disputes begin with oppositions and end with either 
clear settlements or a shift away from the disputed event to a new topic or activity 
(Eisenberg & Garvey, 1982; Genishi & DiPaolo, 1982; Killen & Turiel, 1991). From 
this perspective then, social conflict involves more than one person, and is "a form of 
social exchange between people" (Hay, 1984 ). Social conflict has been similarly 
defined by conflict theorists such as Filley (1975) and Deutch (1973), as a process that 
occurs between two or more parties when incompatible activities or actions occur. 
Yet, the term "conflict" has been used interchangeably with "aversive," "coercive," 
"conflictual," "disruptive," "assertive," and "aggressive behaviors" in some previous 
research literature (Shantz, 1987a), reflecting a research focus on the specific behaviors 
that can cause and occur during conflicts such as hitting, biting, name calling, 
grabbing, and other violations of moral and social rules. In this review, a distinction 
will be made between conflict behaviors and the state of conflict itself In addition, 
social conflicts include both adult-child as well as child-child or peer conflicts. This 
review will focus mainly on children's peer conflicts. 
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Young Children's Peer Conflicts 
The increasing recognition by educators that peer conflict may be an important, 
perhaps necessary, contributor to early social and cognitive development has led to a 
number of studies of children's peer conflicts over the past decade or so. This research 
reveals important and fairly consistent information about the sources, duration and 
frequency, conflict behaviors, and the outcomes of young children's peer conflicts. 
Although these studies varied widely in sample size, setting, and age of children 
studied, they reveal several common features about the nature of children's conflicts. 
Table 9 provides a summary of some of the findings for classroom studies of young 
children 5 years and under. 
Duration and incidence of conflict 
Research indicates that children's conflicts are relatively brief in duration 
(Dawe, 1934; Eisenberg & Garvey, 1981; Hay & Ross, 1982). Dawe (1934) found that 
2 to 5 year-olds ' conflicts averaged 23.63 seconds from the onset to the end of the 
conflict or to the point of teacher intervention. The average for indoor freeplay 
conflicts was 18.45 seconds, and that for outdoor playtime was 34.48 seconds. Of the 
200 conflicts analyzed, only 13 were 1 minute or over in duration. 
Conflicts are also fairly infrequent (Hay, 1984; Hay & Ross, 1982; Shantz, 
1987a). Table 9 presents the frequencies of conflict for selected studies with children 5 
years and under. Observed frequency of children's conflicts in the naturalistic 
classroom setting varied from 1 every 2.63 minutes for infants and toddlers (Bayer, 
Whaley & May, 1995) to 1 every 3.3 minutes (Genishi & Di Paolo, 1982) and 8.26 to 
9.34 minutes for 3 and 4 year-old preschoolers (Killen & Turiel, 1991). Laboratory 
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setting observations of preschoolers' conflicts revealed more frequent conflicts at 1 
every 2.7 to 3.6 minutes (Killen &Turiel, 1991). Bakeman and Brownlee's (1982) 
investigation of age differences in possession conflicts revealed that toddlers averaged 
I conflict in every 5 .1 minutes while preschoolers averaged 1 in every 11 minutes. 
The incidence of conflicts is found to be related to the length of the play period and the 
type of play area. Dramatic play and block areas are found to have the highest reported 
conflicts by children (Boisen, 1992). Thus, the frequency of conflicts appears to be 
higher for 1 and 2 year-olds than for 3 and 4 year-olds. It also appears to vary 
according to the observational setting 
Issues of children's conflict 
Common sources of conflict among toddlers and preschool children include 
disputes over objects (possession), nature or the structuring of play, right to and use of 
space and materials, physical and psychological harm, and social order (Corsaro & 
Rizzo, 1990; Genishi & DiPaolo, 1982; Hay, 1984; Killen & Turiel, 1991). Although 
object-oriented conflicts concerning the distribution of resources are the most common 
for all preschool children in the United States (Corsaro & Rizzo, 1990; Hay, 1984; 
Killen & Turiel, 1991), its incidence is higher for 2 year-olds than for 4 to 5 year-olds 
(Dawe, 1934 ). Dawe's (1934) analysis of 200 quarrels of preschool children revealed 
that disputes over objects decreased from 73.5 % among 2 to 2 1/2 year-olds, to 38.4% 
among 4 1/2 to 5 year-olds. 
During the preschool years, the incidence of other, more socially-oriented 
issues of conflicts such as those involving the nature of and access to play, claims 
about opinions and beliefs (Corsaro & Rizzo, 1990), those involving rights to space 
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and materials (ignoring others ' use of space), psychological harm (teasing), physical 
harm (pushing, hitting, biting, kicking), and social order such as classroom rule 
violations (Killen & Turiel, 1991) increase with age (Hay, 1984). Types of conflict 
resolution (topic dropped, child-generated or adult-generated) have been found to 
differ according to the issues of conflict (Killen & Turiel, 1991 ). Adults generate more 
solutions to conflicts stemming from physical harm than psychological harm and the 
distribution of resources and rights to space and materials in the naturalistic classroom 
freeplay setting (Killen & Turiel, 1991). 
Some researchers indicate that the issues of contention within object-oriented 
and socially-oriented conflicts may not be very different after all (Hay, 1984; Shantz, 
1987b ). There is some empirical evidence that the availability of objects to share does 
not make a difference in the frequency of object conflicts among young children (Hay, 
1984). This suggests that the real issue underlying many object disputes may not 
solely involve object control, but behavior or social control (Shantz, 1987b ). As 
children become older during the preschool years, they become increasingly socially 
and cognitively competent (Astington, 1993; Selman, 1980). Although the incidence 
of conflict may not be a simple function of age (Hay, 1984) or any other single 
contextual variable (Killen & Turiel, 1991), age is a significant predictor of children's 
conflict behavior. 
Children's Conflict Behaviors 
While aggression is behavior aimed at harming another person, conflict is a 
state that exists when one person opposes another (Perry, Perry, & Kennedy, 1992). 
Aggressive behavior is only one of many types of behaviors that may occur in conflict 
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situations (Shantz, 1987a). Research has shown that while taking, tugging, pulling 
objects are frequent means of beginning an object struggle, physical aggression is rare 
in conflicts among toddlers and even older children (Caplan, Vespo, Pederson, & Hay, 
1991 ; Eisenberg and Garvey, 1981 ; Hay and Ross, 1982; Ross and Conant, 1992). In 
fact , aggression often occurs without conflict (Shantz, 1987a), and relatively few 
physical attacks or threats are resisted by young peers (Strayer and Strayer, 1976). 
Children initiate conflicts in several ways: simple "No," related reason/ 
justification, countering/ alternate proposal, temporizing/ postponement of agreement, 
and evading or hedging (Eisenberg & Garvey, 1981 ). Eisenberg and Garvey ( 1981) 
identified 9 possible responses that can follow the 5 initial opposition moves: 
insistence, mitigation or aggravation, reasons, countering or offering alternate 
proposals, conditional directives, compromise, requests for explanation, physical force, 
and ignoring. Other researchers identified two main types of gestures used in conflicts: 
subordinate gestures, including crying, withdrawing, yielding; and conciliatory 
gestures, which includes cooperative propositions, apologies, symbolic offers, sharing 
of objects (Sackin and Thelen, 1984). When conciliatory gestures are used, children 
are more likely to continue to interact. 
Conciliatory gestures are found more frequently among preschoolers than 
among toddlers (Laursen and Hartup, 1989; Sackin and Thelen, 1984). Conciliatory 
gestures are also more likely to lead to peaceful outcomes than yielding. However, 
yielding was used more often (Vespo and Caplan, 1993). When children use 
justification in their initial opposition, their partners tend to not pursue the conflict as 






lead to counter . . 
mststence by the partner (Eisenberg & Garvey, 1981). 
Putallaz & Sh d' . . eppar s (1992) review of the literature revealed four aspects of 
com Petent cont]· b . . . . 
ict ehav1or which dovetail with several of the conflict behaviors 
identified above. 
First, competent behavior depends on the situation. Since different 
situ 1· a tons call ti d. 
or tfferent behaviors, adaptive behavior (versus consistent behavior 
across sit . 
uations) would be expected of competent children. The use of context-
appropriate · . strategies 1s thus the key to competent conflict behavior. Second, a social 
o· flentatio 
n, versus an egocentric one, results in greater individual benefit. A child who 
is i nterested . . . . . . . 
m social mteraction for its own sake, not 3ust m ob3ect possess10n, control, 
or respond· . 
mg to the provocation, appears to be a socially competent child. Third, 
socially co . . . 
mpetent conflict resolution behavior appears to entail an effort and ab1hty to 
balance one's . . . c. ,,. . 
own mterests with those of others, a key ab1hty 1or mtegrat1ve 
bar · gamino" F . . . · 
0 · ourth, competent conflict behav10r entails social perceptiveness - the 
ability to . . 
discover relevant social norms and other's mterests, as well as to accurately 
appraise c fl. . . h ak 
on ict situations and to decide on the most appropnate approac to t e. 
These so . . 
cial competencies have been referred to as "the ability to achieve personal 
goals in · · · · · · · 1 · h · · h social Interaction while simultaneously mamtammg poSittve re ations ips wit 
Others ov . 
er time and across situations" (Rubin & Rose-Krasner, 1992, p. 285). Such a 
v· 
iew ab · S 1 ' 
out what constitutes competent conflict behavior is also reflected m e man s 
0980) d . 
evelopmental model of interpersonal negotiation strategies. 
To Selman ( 1980), conflict resolution is a process that plays a critical part in 
~~- .. 
amtenance of friendships. This developmental model of interpersonal negot1at10n 
Strate . . . 
g1es Was developed from Selman's extensive interviews of children about 
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negotiation strategies. It reflects the notion of competent conflict behavior presented 
by Putallaz and Sheppard above (1992). Table 10 summarizes these levels. 
Selman's Levels O and 1 strategies can be equated with the use of aggravation, 
physical force, simple assertions, commands and insistence/standing firm. Levels 2 
and 3 strategies may be equated with the use of reasons, countering or offering 
alternate proposals, and compromise identified by previous research. Although 
Selman's ( 1980) developmental levels of negotiation strategies were derived from 
extensive interviews of children, the progression appears to be moving from a more 
egocentric, self-centered stance to that which reflects more understanding of other's 
perspectives and increased ability to coordinate own needs and wants with that of 
other's. 
A similar developmental progression in children's interpersonal understanding 
is also reflected in studies which indicate that between the ages of 3 and 5, children's 
ability to understand the causal link between the intention of an act and its outcome is 
likely to increase (Astington, 1993). Along with this qualitative change in children' s 
understanding of intentions and acts, other studies have shown that with increasing age 
during the preschool years, children's conflict resolution strategies also seem to change 
from the use of more physical resistance and force, to more verbal ones (Camras, 
1984 ), and from the use of simple assertions and insistence, to more use of reasoning 
and other collaborative strategies (Phinney, 1986). 
From this literature, children's conflict behaviors can be categorized 4 levels: 
non-insistent, low insistence, moderate insistence, and high insistence. Insistent 
behaviors are those that reflect a lower level of interpersonal understanding and ability 
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to coordinate th . 
e perspective, needs and wants of the self with that of others (Eisenberg 
& Garvey 198 1 · 
' , Hay & Ross, 1982; Selman, 1980). They include behaviors ranging 
from the use of . . 
passive ignoring, to the use of simple assertions and commands, 
solicitation f 0 peer or adult interventions, use of physical force, and the infliction of 
Physical har 
m. In contrast, non-insistent, collaborative behaviors reflect a higher level 
of" Interperso 1 d . 
na un erstanding and ability to coordinate the perspective, needs and 
Wants ofth . 
e self with that of others (Eisenberg & Garvey, 1981; Selman, 1980). These 
behaviors i 1 . . 
nc ude the use of justifications and reasoning, and conc1hato,y gestures 
such 
as apol · · · f h.ld ' ogizmg, compromisino and neootiatino Most studies o c 1 ren s z:,, t, t, · 
conflict ind· . 
icate that between 1 1/2 and 5 years of age, there is a decrease m the 
Incidence f . . . . . 0 more insistent conflict behaviors and an mcrease m collaborative 
behaviors (C & R 1982· amras, 1984; Caplan, 1991; Dunn & Munn, 1987; Hay oss, , 
Laursen·& H 
artup, 1989; Phinney, 1986; Sackin & Thelen, 1984). 
~ationAf~ - · . · 
~hildren's conflict and solicitation of teacher mterventwn 
Certain behaviors during conflict tend to escalate the conflict (Eisenberg & 
Garvey 1 fl . 
, 981 ; Perry, Perry & Kennedy, 1992; Hay & Ross, 1982). Insistent con 1ct 
behaviors . 1 d II eetino of minds" are more escalato,y in nature and less likely to ea to a m 0 
(Shant · · · a t 
z, 1987b). They include behaviors ranging from the use of passive ignonno, o 
the u . . . 
se of simple assertions and commands, solicitation of peer or adult mtervent10ns, 
Use of ph · . b h t 1 ck of 
Ysical force, and the infliction of physical harm. It may et a a a 
Informati · . ·se and conciliation 
on in these behaviors makes the reachmg of compromi 
d. 1fflcu1t (G . . . b h · rs are less likely to 
enishi and DiPaolo, 1982). Thus, more ms1stent e avIO 
lead . 
to res 1 . . h. h ·nvolve non-coercive 0 ution than more collaborative behav10rs w IC 1 
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reasoning, compromising, and negotiative strategies that offer the partner more detail 
about the perspective of the speaker and what resolutions the speaker may find 
reasonable (Eisenberg & Garvey, 1981 ; Genishi & Di Paolo, 1982; Killen and Naigles, 
1995; Ross and Conant, 1992; Shantz, 1987b ). 
Some researchers suggest that insistent behaviors tend to elicit more insistent 
behaviors from the partner (Eisenberg & Garvey, 1981 ). Thus, it is conceivable that 
conflicts involving physically insistent behaviors will lead to more of the same 
behavior from both parties involved, escalating the conflict. Teachers may respond to 
more insistent behaviors with cessation strategies aimed at stopping the conflict. In 
contrast, conflicts involving less insistent and non-insistent behaviors may elicit the 
use of mediation strategies and non-intervention from teachers. 
On the other hand, higher levels of insistence may also lead to tattling, telling 
or direct solicitation of teacher intervention. When things are not going their way, 
some children will resort to reporting the conflict to the teacher, increasing the 
likelihood of teacher intervention. Russon, Waite & Rochester's (1990) study of 
infants and toddlers' peer conflicts indicates that events that elicited teacher 
intervention were negative ones. They including conflicts over objects and caregiver 
attention, aggression, and protests / crying. The same study also found that infants and 
toddlers solicited 42 .5% of all teacher interventions, and that infant solicitation was 
80% effective in achieving teacher intervention. However, whether this is age-related 
is not known from previous research. 
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Outcomes of C . 
onflict Resolution 
Conflicts invol . h . 1 h d' 'b . vmg p ysica arm, istn ut10n of resources, and rights issues 
are more likel . . . 
Y to be resolved than those mvolvmg psychological harm and disruption 
of social order (K. 
ill en & Turiel, 1991 ). Most conflicts end as a result of compliance or 
Yielding on th 
e part of one party, while others end because the topic was dropped by 
both Parties (K·11 . 
i en & Tunel, 1991). Yielding to peers is affected by the peer's use of 
f Orce and thr 
eats, and by the past experience with that peer (Ross and Conant, 1992). 
Al
th
ough studies have not directly examined the association between the age of 
children and 
the outcomes (resolved or unresolved) of their conflicts, expectations 
concerning th . . . . 
is association may be generated by linking the use of different resolution 
strategje . 
b s to the outcomes. If certain resolution behaviors are Jess conflict-escalatory 
in nature . . . 
and are thus more likely to lead to resolution (Eisenberg & Garvey, 1982, 
Perry p 
' erry & Kennedy, 1992), then it can be expected that children who use more of 
these strat . . .. 
egies would also experience more resolved conflicts. Following the same 
line f 0 
reasoning, if older children are more likely to use less conflict-escalatory 
strateo· 
ales, then it can be expected that more of their conflicts would be resolved. 
Most studies of young children's conflicts looked at the outcomes of conflicts in 
terms f 
o Whether they were resolved, and who (teachers or children themselves) 
resolved h . W . & 
t em ( Genishi & Di Paolo, 1982; Killen & Tunel, 199 l ; Russon, aite 
1toch · 
ester, 1990). InterestinoJy these studies typically focused only upon whether 
C, ' 
teach . 
ers Were present or absent during a conflict. The presence of teachers is equated 
With te 
acher intervention and consequently, also equated with adult-generated 
soluti . f 
ons to the conflicts (Genishi & DiPaolo, 1982; Killen & Tune1, 1991). Types o 
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co ff 
n ict resolution ( . 
topic dropped, child-generated or adult-generated) have been found 
to sio ·fi 
.::,OJ icantly diffi . 
er accordmg to the source of conflict. Adults generate more 
soluti ons to confl. . 
. icts stemmmg from physical harm than psychological harm and the 
distribuf 
ion of reso . 
urces and nghts to space and materials in the naturalistic classroom 
&eepl ay setti o (K. 
n.::, illen & TurieJ, 1991). 
Age-related ch · fl· d h · fl· anges m both the issues of children's con 1ct an t elf con 1ct 
beha. 
V1ors are do . 
cumented m previous research. If the issues of conflict and conflict 
behavj 
ors chano · . . . · 
0 e With the age of children then teachers' mtervent10n strategies might 
also ch ' 
ange_ H 
owever, little is known about teachers' conflict intervention strategies 
and how the 
y are related to the ages of the children. 
Given th d . ' fl. d e evelopmental differences in the nature of children s con ict an 
cont1· 
let resoluti . 
on strategies, one question emerges: what role do teachers and 
care · 
givers Pla . . . . . 
. Yin children's developing conceptions of morality and conflict resolutwn 
Skills? T 
. eacher and caregiver behavior constitute an important element of the day care 
settin 
g especiall · h"ld Y given the substantial amount of time that young c 1 ren are 
currently s e . . . 
l p ndmg m child care centers (Holloway & Reichhardt-Enckson, 1988)-
ncrea . sing . 
our knowled 0 e of how teachers intervene in children's conflicts by pm 
P . b 01ntin 0 as fl. 0 
Peets of teachers' behaviors that may nurture the development of con ict 
resolut· 
10n skills · . . . h"ld 's development in th. is one way of deepening our ms1ghts mto c 1 ren 
is area (I-I 
olloway & Reichhardt-Erickson, 1988; Killen & Turiel, 1991)- The next 
section . . 



















fuchers' Contributions to Children's Conflict Resolution Skills 
The development of morality and conflict resolution skills constitute a natural 
and import 
ant Part of young children's development. Some training studies suggest 
that d a ults can 
successfully coach and train children on effective ways of interacting 
With their e . . 
P ers (Ladd & Mize, 1990; Spivak & Shure, 1974). Other studies suggest 
that adults c . . . 
an create a verbal and sociomoral classroom environment wh1ch either 
Promotes h. 
or mders children's development (DeVries, Haney & Zan, 1991 ; DeVries & 
Zan, 1994. . . 
' Kostelmk, Stein & Whiren, 1988; Edwards, 1986) and that the quality of 
the 
general cl · k"ll assroom environment affects children's social problem solvmg s I s 
(1-Iollowa . 
y & Reichhardt-Erickson, 1988). 
AJth0ugh researchers differ in their views on how and to what extent adults 
affect chil ' . . 
. dren s development, they agree that adults who interact with young children 
in these sett. . . 1 1 d 
mgs on a daily basis have a major impact upon their socia , mora an 
Coo- .. 
.:snitive d · · ·11 be 
evelopment. Six questions about teachers' intervent10n strategies wi 
add ressed · · · · db 
In this section. What are the main conflict interventwn strategies use Y 
teachers f d h 
. 0 Young children? How often do teachers intervene? When ° teac ers 
1nterv ene? D . 0 · ? How do teacher 
. · 0 teachers vary the use of their intervent10n strateoies . 
1nterv entio h "b st" way for . n strategies affect the outcome of conflicts? Is t ere a e 
1nte . 
rvening i . 
n chlldren's conflicts? 
Conflict· 
Intervention strateoies 
Mo t . . . h"ld en's development of 
s st0dies interested in teachers' contnbutwns to c I r 
conflict r . or absence on the 
esolution skills only observed the effects of adult presence 
outcomes of . ' . 83. Ha & Ross, 1982; Killen 









& Turiel 1991) 
' · Only two studies examined more closely the nature of teacher 
Interventio · 
n strategies on the promotion of children's peer interactions during peer 
conflicts (B 
ayer, Whaley & May, 1995; Russon, Waite & Rochester, 1990). A third 
study examined the fr .f 1 h . . . h. equency o severa teac er mtervent10n strategies w ich, 
theoreticall . 
Y, either promote, disrupt, or restrict children's peer interactions in general. 
The effects of thes t h · · · h"ld ' 1 · · e eac er mtervention strategies on c i ren s actua peer mteract10ns 
Were n 
ot examined. 
In this literature, two main types of conflict intervention strategies were 
identified · . . . 
· cessation and med1at10n. They can be categorized into two types of 
interv . 
ention strategies according to the ownership of the conflict resolution (whether 
children th . 
emselves resolved the conflict with or without teacher assistance, or the 
teacher 
resolved it for them). 
Cessation strategies refer to interventions which focus upon the external 
Illanage · · h ·1d rnent of conflict situations by stopping conflicts, by tellmg the c i ren to st0P 
fightin ; . · 
g arguing, telling or directing them on what they should do, and by removmg 
the 
source of conflict for the children involved. When the focus of a conflict event is 
00 the b h · · c. 1 th e aviors which lead to harm, hurt, and violat10n of rules ior examp e, e 
tenden · · · d t 
cy is for teachers to equate the conflict with aggressive behaVIors an ° 
associate · . . ·1d (Sh t I 987a· Shantz It With a generally negative expenence for chi ren an z, . ' ' 
1987b). Conflicts, thus must be terminated. The role of the teacher here is one of 
' 
JUdge or umpire. Solutions to conflicts are teacher-generated and children are not 
tYpica11 · 
y Involved in the resolution. 
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s rategies are the predominant ones used in infant and toddler Cessation t · 
classrooms (B ayer, Whaley & May, 1995; Russon, Waite & Rochester, 1990). While 
teachers in the preschool classrooms are found to intervene more frequently to promote 
comm . umcations than teachers in kinderoarten classrooms they also used more 
/;;) ' 
rect· irections th . an teachers m the kindergarten classrooms (Kemple, David, & Hysmith, 
· e percentage of cessative, directive/restrictive intervention strategies from 1996) Th 
ies of teacher interventions in infant/toddler classrooms ranged from two stuct· 
Y S 1/o to 72% (Bayer et al. , 1995; Russon et al., 1990). On the other approximate! 6 o 
hand th ' e percentage of cessative strategies in the preschool/kindergarten study was 
373/, o, althouoh . h h . . 
0 
mt e Kemple et al.(1996) study, examination ofteac er intervention 
strategies D . . ocused on the broader context of the facilitation of general peer mteract10ns. 
The results ' taken together with those from the Russon et al. (1990) and the Bayer et al 
0 995) stud· . . . . . ies pomt to the possibility that teachers vary their mterventIOn 
st
rategies 
accorct· tng to the age of children involved. 
Mect· · h I · th iation strategies refer to interventions that focuses upon e pmg e 
conflictino . b Parties resolve their own conflicts. The difference between the mediation 
anct cess · I · ation strategies lies in the ownership of the outcome of conflict reso uuon. 
ResoI . Ution w·th· . . · d ·th teacher's direct or . 1 m this strategy is ultimately cht!d-deternune , wt 
IOdirect . 
assistance. 
In the early childhood curriculum literature, there are strong arguments for the 
Use f . 
0 
tnedi · . . · in children's conflicts 
atmg I facilitative strategies for teacher mterventwn 
(I3rect 
ekam . z 1995· De Vries Haney & 
z P, 1987; Britz & Richard, 1992; DeVnes & an, ' ' 
an, 1991 · H . S · & Whiren 1988; Pope, 


























1986). Such strategie . k . . h . . . 
s are m eepmg wit a construct1v1st perspective, which view 
conflict and its . 
resolution as important parts of the curriculum rather than as a problem 
to be 
manaoed (D V . . . . . 
ei e nes & Zan, 1995). Social conflicts are viewed as opportumties for 
children to advance th . th"nk· d . 1 k"ll b . . h . eIT I mg an socia s I s y recogmzmg t e perspectives of 
Others and fc . 
or deveiopmg mutually agreeable solutions to problems (De Vries & Zan, 
1995). 
Some researchers suggest that opportunities to communicate and interact with 
Others cont .b . . . . 
n Ute to children's development of social understandmg and commumcat1ve 
competence Tea h . . d. . . " d 
· c ers m classrooms dominated by me iatwn strategies a vocate a 
Process of tea h . 1 . . . . C', 1· 
c ers assisting children in identifying the problem, eg1t1m1zmg 1ee mgs 
relative t h . . 0 t e issue, promoting the generation of possible solutwns and the 
detern-. · . 
.,,IInat1on f 1 · h t d · · " 0 a mutually agreeable solution, and imp ementmg t a ec1s10n 
(.Bayer Wh 
' aley & May, 1995). Thus, the role of the teacher here is one of facilitator. 
Within the context of peer conflicts, helping children understand the intentions 
of Others and l . . . . h h f th 
eammg to coordinate their own needs and mtentwns wit t ose o o ers, 
require te h . . h h 
ac er strategies which foster the type of peer mteract10n and exc ange t at 
Promot . 
e the growth of this understanding. Mediation strategies thus fall along a 
~~ . . 1 
um of dITectiveness rangina from the suggest10n of words to use to reso ve a 
' b 
cont1· 
ict, to the provision of 'supportive presence' (Kemple, David & Hysmith, 1996)-
l'hey de · 1 d Since 
Pend on the developmental level and age of the children mvo ve · 
cf 11
dren's fl. l984· c plan 1991 · Dunn & con ict behaviors are age-related (Camras, , a ' ' . 
11unn, 1987; Ray & Ross 1982· Laursen & Hartup, 1989; Phinney, 1986; Sackin & 
1' ' ' 
helen, 1984) . 1 d nd on the type of conflict , teachers' use of these strategies may a so epe 
beha. 
Vior sh . t1 · t nt 0 Wn by children during a given peer con ic eve · 
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Mediation strategies are associated with particular types of conflict behaviors in 
children. In a study comparing the behaviors of teachers and children from different 
types of kindergarten programs, children from the constructivist classroom where 
' 
teachers' use of mediation strategies predominated, were found to be more 
collaborative in their conflict resolution behaviors and used higher levels of negotiation 
strategies than those from the classroom in which cessation strategies predominated 
(DeVries, Reese-Learned & Morgan, 1991). 
Some researchers recommend that teachers not intervention in children ' s peer 
conflicts (Corsaro & Rizzo, 1990; Genishi & Di Paolo, 1982; Killen & Sueyoshi, 1995; 
Lewis, 1984). The Japanese nursery schools studied by Lewis (1984) represent this 
approach to conflict intervention. Teachers in these programs are less intereSted in 
stopp
1
·n . . h'ld , b·11·ty to stop agoression. They g aggression than in developing c 1 ren s own a 1 0 
often . d h h'ld en's problems without 
encourage children to manage thelf own an ot er c 1 r 
tea h d that teachers should 
c er intervention. Althouoh these researchers recommen 
0 
ab t · . . . · the process of conflict 
s am from intervening when possible since engagement in 
resol . . . ' . 1 nd moral development, little is 
ution 1s a valuable experience for children s socia a 
kno f intervention in preschool 
wn about the incidence and consequences O non-
I 
. 1982· Killen & Sueyoshi, 
c assrooms (Corsaro & Rizzo, 1990; Genishi & D1Paolo, ' 
1995; Lewis, 1984). . 
ft acher non-intervention 
A small number of studies investigated the effects 
O 
e 
on t . b observing children in dyadic or 
he resolution outcomes of children's conflict Y 
. L 1983· Killen & 
triad· · (Beseve0 1s & ore, ' 
ic peer play groups in the laboratory setting 
O 
• 
. . . icate that children are qwte 





capable of resol . . 
vmg thelf own conflicts with very little aggression. One study revealed that i h 
n t e classro fr 
om eeplay environment, where teachers intervened in 38% of the 
conflicts th . 
' e Proportion of teacher-solved conflicts is very high (58%) compared with 
the nurnber . 
of child-resolved conflicts (19%). In this same setting, there are also a 
nurnber of unr 
esoJved conflicts (23%). However, for the same group of children, the 
Proportio f 
n ° unresolved conflicts is significantly higher (60%) in the laboratory 
setting Wh 
ere teachers intervened only in 5% of the conflicts (Killen & Turiel, 1991). 
Nthough difl . . 
ferences m the structure of the two settings may have contnbuted to these find· Inos th 
b ' e results are nevertheless interestina. When adults do not intervene, the }" b 
Ikeiihood f . . 
0 
conflicts remainina unresolved is significantly higher. However, whether ~ 0 
e Use of th· . . . . f 
IS 
st
rategy 1s associated with the age of children or with particular types 0 Outc0 
Illes of conflict resolution in the naturalistic classroom setting has also not been 
syste.rnatic . 
ally investigated. 
If non · f · t' then a continuum -intervention is considered as a strategy o mterven IOn, 
can b 
e Used to . h t [power exertion on represent these 3 strateoies accordmg to t e exten ° 
the Part o 
F· 
igure 1 
of the teacher. Figure 1 below illustrates this continuum. 
Cont7. Cessation 
Ict is b 
¼ a ad thing. 




Conflict is a good thing. 
Use it. 
Teacher Jets children work 
it out or helps them learn 




Conflict is a good thing. 
Use it. 











Several st d. . . . . . 
u ies mvestigated the nature of teacher mtervent10ns m children's 
Peer cont1· 
icts and general interactions in infant I toddler and preschool classrooms 
(Bakeman & Br . 
0 wnlee, 1982; Bayer, Whaley & May, 1995; Kemple, David & 
1-Iysmith 1996. . 
' , Killen & Turi el, 1991 ; Russon, Waite & Rochester, 1990). Table 11 
Presents their findino . 1 • . . . h . . 1 d fi . . d 
.::,S m re at10n to vanat10ns m t e settmg, operat10na e mit10n, an 
the roJe ofth 
e teacher that was examined. 
The frequency of teacher interventions in children's peer conflicts ranged from 
201/, 0 to 49 30 . 
· 1/o for mfants and toddlers (Bakeman & Brownlee, 1982; Bayer et al., 
1995. R 
' usson et al ., 1990), to 11% to 38% for children between 3 and 5 years 
(Bakerna 
n & Brownlee, 1982; Killen & Turiel , 1991 ). It is affected by several factors 
(Table 12) . . 
· Differences m the oroanization and structure of the classrooms may have 
i::, 
cont. 
nbuted . · · 
to the observed differences in the frequency of adult mtervent10n with 
children of s· . . 
imilar ages in some studies (Killen & Tunel, 1991). Children in 
classroom . 
s With more structured activities may have a greater awareness of school 
ruJes, and 
need Jess adult intervention. Age differences are found for the likelihood of 
teach 
er intervention. Teachers are more likely to intervene in toddler's (20%) than in 
Presch 
oolers' ( 1 1 % ) possession disputes (Bakeman & Brownlee, 1982). Variations in 
thew 
ay the role of the teacher is defined and the method of data collection also affects 
the & 
equenc f 
Y O teacher intervention. 
Fact 
ors that 1· . 
e icit teacher intervention 
~ Except for two studies (Kemple, David & Hysmith, 1996; Russon, Waite & 
°Cheste 1 . · 11 1 k d only at the r, 990), most studies of teacher intervention typica Y 00 e 
I35 
frequency of inte . . 
rvention and did not systematically examine the circumstances under 
Wh" ich interv · 
ention occurs. Findings about the frequency of intervention along with 
information ab . 
out the higher frequency of adult-generated solutions to children's 
conflicts Whe . 
n adults intervene have been used by some researchers to imply that the 
higher th fr 
e equency of intervention, the less conducive the condition for children 
(Genishi & n· . . . . 
iPaolo, 1982; Killen & Turiel, 1991). Yet, there 1s evidence that mfants 
do · active] r . . . . 
Y so 1c1t adult intervention in the childcare classroom settmg (Russon, Waite, 
&.R 
ochester, 1990). 
On the other hand, certain types of behaviors during conflict tend to escalate 
the cont1· 
Ict while others decelerate it (Eisenberg & Garvey, 1981 ; Perry, Perry & 
I<ennedy, 1990). h h d h It is conceivable that teachers' decisions about w et er an ow to 
1nterv -
ene When conflicts occur in the classroom are influenced by the type of conflict 
behavior . . .d 
s involved. Looking at the frequency of teacher intervent10n alone prov1 es a 
limited a . . . 
ccount of the teacher's role in children's developmg resolutwn skills. 
Consequ . . 
entJy, some researchers arQUe that it is more important to examme the way 
t:, 
thatteach . . 
ers intervene in children's conflicts rather than merely lookmg at the 
&eque · 95 
ncy of such interventions (Bayer, Whaley & May, 1995; Killen & Nucci, I 9 ; 
R.usson W . 
' aite, & Rochester, 1990). 
F actors ffc . 
a ectmo teachers ' intervention strateaies 
Som . d 1 sroom manaaement e teachers generally vary their teachmg an c as 0 
strat . egies l f · t rsonal 
according to their perceptions of children's leve O m erpe 
Under · · s 
Standing (De Vries & Zan, 1994) or children's personal charactenst1cs, response 






rnost children reo d . 
z;,ar less of the Clfcumstances or individual differences (Wolf.aana & w O 0 
oJfgang, 1995). S 
tudies have not systematically investigated if and how teachers 
vary their confl . . . 
ict mtervent10n strategies. 
In 
72
¾ of observed instances, teachers in one infant/toddler classroom used 
cessation strat . . 
egies aimed at getting the attention of the infants and toddlers, stopping 
conflicts . . 
' providmg commentaries on behavior and issuing warnings, articulating and 
giving rules or exp t · · t1 · d d. · d · d ec at10ns, distracting them from con 1cts, an 1rectmg eslfe 
behaviors (B 
ayer, Whaley & May 1995). They much less frequently, in 23% of the 
tirn e, used m d. . 
e Iahon strategies to help children determine the nature of the problem 
and to develo . . . . . . 1 
P ways for resolvmg the dispute. S1m1lar proport10ns (approX1mate Y 
65%) 0 are fou d · · · h · c. I ddl n m a second study of teacher intervent10ns m anot er m1ant to er 
classroom 
(Russon, Waite & Rochester, 1990). 
A th · · · · Ird study examined the frequency of several teacher mtervent10n strategies 
Which 
. ' theoreticaIJy, either promotes or disrupts and restricts children's peer 
intera . 
ctions in general. It did not examine the effects of these teacher intervention 
strateo· 
oles on children's actual peer interactions. Among twenty-five private, Head Start 
aod Pub1· · 1c sch 1 . . · t t aies cessation strateQleS 00 teachers' peer interact10n mtervent1on s ra eo , 0 
Which 
terminat d . . c. 2201. f JI interventions (Kemple, e peer mteract10n accounted 1or , 0 o a 
b~d& ' 
. fiysmith, 1996). A comparison of kindergarten and preschool teachers 
interve . d 
nt1on behaviors in this study revealed that preschool teachers were foun to 
e)(hibit h. · h. h 
igher frequencies of intervention to promote peer interaction, ig er 
Propo . . . th rtions f . . fd. ption of peer mteract10n an 0 redirection and lower proport10ns o isru 
did kindero t xtual factors such as differences in 










Public and . 
Private scho l' · . . 
. o s settmg and structure, may be sigmficant sources of 
Influence (Kem 1 . . 
Pe et al ., 1996; Killen and Tunel, 1991). Although in the Kemple et 
al. (1996) Stud . . 
Y, exammat10n of teacher intervention strategies focused only on the 
broad 
er context f h . . 0 
t e facilitation of general peer interactions, the results, taken 
together With h 
t ose from Russon et al. (1990) and Bayer et al. (1995), nevertheless 
Point to th . .. 





children's increasing ability to learn how to get along with each other and 
to Solve th . 
eir 
0
Wn problems, teachers should, theoretically, also find more 
OpportUnit. 
ies to help them learn to get along and resolve their own problems. 
Cessation st . . . . . 
rategies aimed at stopping the conflict and fixmg it for the children do not 
Proznote the . 
development of these abilities in young children. Mediation strategies do. 
Non· 
'Interve f · · ffc h"ld n ion strategies are more likely than cessat10n strategies to o er c i ren 
the o . 
PPortunity to develop these growing abilities, although it's effects have not been 
SYste . 
I11at1ca1J . . 
Y examined in the naturalistic classroom settmg. 
Since children's conflict behaviors are age-related (Camras, 1984; Caplan, 
1991 . D . 
' unn & Munn, 1987; Hay & Ross, 1982; Laursen & Hartup, 1989; Phinney, 
1986- s . 
' ackm & Thelen, 1984), teachers' use of these strategies may also vary 
~~~ . . 
ng on the type of conflict behavior shown by children durmg a given peer 
conn.· 
Ict event A . . . d. b t whether mediation · s w1th cessation strategies, fin mgs a ou 
Strate . . 
gies are associated with particular types of conflict resolut10n outcomes has been 
rep 0
rted i · · 1 room which n only one study. Children from the construct1V1St c ass ' 
ref1 







lO¾ Oftb . 
e1r conflicts . h. . . . . 
Wit m the dyadic, board game s1tuat10n on thelf own (De Vries 
R.eese-L ' 
earned & M · 
organ, 1991). The same study also revealed that children from the classr . 
00111 in Whi . . 
. ch mediatwn strategies are predominantly used by teachers also used h1oh J 
.:s er eveJs f . . 0 
negotiation strategies than those from the classroom in which cessation 
Strate . 
gies are used . 
predominantly by the teachers. 
tffect 
s of teach . 
er strate0 1es on the outcomes of conflict 
Severa] t d. . 
. s u ies mvestigated the effects of teacher intervention and non-
lntervent · 
ion on the outcomes of children's conflict resolution in terms of the effects of 
aduJt 
Presence b 
or a sence during children's conflicts (Bakeman & Brownlee, 1982; 
killen & T . 
unel, l 991). Teacher presence in children's conflicts in the classroom has 
been e 
quated With intervention and teacher absence with non-intervention in some of 
these stud· 
ies. Killen & Turiel (1991) examined the effects of teacher intervention 
Versus no . . 
n intervention on the outcome of conflicts by comparing the same group of Ch' Jldren · . 
in the classroom and in laboratory setting triadic peer group sessions. In the 
laborato . . 
ry setting, teachers were absent so that interventions will be kept under control 
at a .. 
1111
n1111u · h s were m to ensure safety. In the naturalistic classroom setting, teac er 
I>.atura]J . 
y Present and assumed to be intervening as conflicts anse. 
A..l
t
bough, Lewis ( 1984) did not systematically investigate the frequency of 
teach . 
er interve · . t · examination of the ntion m Japanese nursery schools, a systema ic 
loca . 
hon of h made to 
t e teacher in relation to the children within the classroom was 
asses 
s teach , · · was made between ers exertion of control. Here again, the association 
Prese . 
I>.ce and · . t have conceptualized Intervention. Most of the other studies appear 0 
~~r . 









m With teach · . 
M er mtervent1on (Bakeman & Brownlee, 1982; Bayer, Whaley & 
ay, 1995 . Ge . h. 
' nis 1 & Di Paolo, 1982; Russon, Waite & Rochester, 1990). 
One excepti . 
on was found m Besevegis & Lore's (1983) investigation of the 
effect s of adult 
presence and absence on the frequency of children's "negative 
beh · av1ors" . h 
Wit the same group of children in the laboratory setting. Adult presence 
Was 
not equated · · . 
Wlth mtervent10n, as in other studies. Rather, "presence," in that 
Study 
, Was a pa . . 
ssive, non-intervening presence. Besevegis & Lore found that in the 
Presence of 
such an adult, the amount of verbal and physical aggression increased 
alllo 
ng the child 
ren. It decreased when the adult was absent (Besevegis & Lore, 1983). 
Iiowever, the incr . . . . d 1 
ease m aggression in the presence of a passive, non-mtervemng a u t 
Illay be 
accounted .c-. • ' • • h 1or by the fact that children may read m the adults passivity t at 
aoo 
.s.:sressive be . . 
haviors are acceptable and that their safety will be protected (Ross & 
Con 
ant, 1992). 
As 1<·11 . · 1 
en & Turi el (1991) have noted, the role of the adult vaned as a functwn 
Of the 
resea h · f h 
re design. Some studies investigated the role of the teacher m terms O t e 
effects of . 
Presence or absence (Beseveois & Lore 1984. Killen & Tunel, 1991 ), others 
als b ' ' 
o~~ m· 
B ned the actual frequency of intervention (Bakeman & Brownlee, 1 ' 
ayer Wh 
19 
' aley & May, 1995; Killen & Turiel, 1991 ; Russon, Waite & Rochester, 
90). 
Sine . t· or lookino only at e examining only the frequency of teacher mterven wn b 
the etr; 
ects of d . . . d ccount of the teacher's role · a ult presence or absence provides a limite a 
11) ch · 11
dren's d . h Qlle that it is also · eveJopmo resolution skills some researc ers arb 
lll) b ' 
P
0
rtant to . . h influence the nature of 


















er interventio . . 
\.V . ns In children's conflicts (Bayer, Whaley & May, 1995; Russon, 
a1te & R. 
. ' oche
st
er, 1990). Yet, only a few studies have investigated the 
c1rcum 
stances und . 
er Which teacher intervention occurs (Lewis 1984· Russon et al 
1 ' ' ' ., 990), and the effc . 
ects of different intervention strategies have on children's conflict resolut· 
100 
(Bayer, et al, 1995). 
Findinos I · 
.::i re atmg the outcomes of children conflict resolution to different types 
Ofteach . 
er mterv · 
ention strategies was reported in one study (De Vries, Reese-Learned 
& Morgan, 1991). 
A comparison was made between the outcomes of conflict 
resolution of c . . . 
hlldren from three kindergarten classrooms, all located m the public 
schooJ . 
Settino a d . . . 
.::i, n each representing a different type of program: d1Tect-mstruct10n, 
eclectic and 
constructivist. Children were observed in pairs playing a board game in 
the I b 
a orat0 . . . . 
ry setting. Coding of teachers' interpersonal negot1at10n strategies was 
~~& . 
om a companion study of teachers' enacted interpersonal underStandmg 
(Devries Ii 
' aney & Zan, 199 J). These strategies were adapted from Selman's Cl 980) 
deveJ 
Opine · . . h 
. ntaJ levels of negotiation strategies. Teachers' inteIYentwn strategies mt e 
direct . 
~instru · . · h · 
ction classroom can be characterized as predommantly cessative. T ose m the 
constru · . . d · · Th 
. ctivist classroom can be characterized as predommantly me iative. ose 
IQ th 
e eclectic cl . p· dinas revealed that assroom reflect a combinatwn of both types. m t:) 
~~ . 
en &om th d. . d 40% ftheirpeer conflicts e Irect-mstruction classroom resolve O 0 
Withi 
n the board . . . % fr those from the game situation, compared with 70 o om 
Const . 
fUctivist I · d by the use of c assroom. Children from the classroom charactenze 
Cessat· . . 
Ion strategies by the teachers were also found to use lower levels of negotiat10n 
Strate . . 
















teach ers more ft 0 en used d. · me iat10n strategies (De Vries, Reese-Learned & Morgan 
1991). ' 
es of teacher intervention strate on 
ment 
Althouoh r 
0 esearchers agree that adults have significant impact on children's 
deveJo 
Pment of . 
morality and conflict resolution skills, there is disagreement about 
Whether ch ·1d i ren's a .. . cquisit10n of moral development is based upon their active 
constru . 
ction ofk nowledge through peer interaction, or upon learning through direct 
trans . 
rnission of kn 
owledge by adults (Killen & Nucci, 1995). Some developmental 
theorj 
sts assert th . . ,, . 
at morality cannot be directly taught by adults (Piaget, 19.,2; Tunel, 
1983). Ch· 
ildren's d 1 · k·11 · 1 · I eve opment of morality and conflict res0Iut10n s 1 s 1s u timate Y 
Illost intJ 
uenced b th . . . . . (Ar . & Y elf dlfect experiences in real-life conflict s1tuat10ns semo 
lover 1 
' 995; Genishi & DiPaolo 1982· Hay 1984· Killen & Turiel, 1991 ; Kilien & N , , , , 
Ucci, 1995. 
' Russon, Waite & Rochester, 1990). 
Then f . · d h · 0 Ion that children's acquisition of moral development ts base upon t elf 
activ 
e constru · d b ction of knowledge throuoh peer interaction has been supporte Y some 
e111 . • o 
PiricaJ r . , 
esearch (Killen & Nucci 1995. Ross & Conant, 1992). Studies of mothers 
¾de . ' ' 
aregive , · Id ' 1 d rs Interventions in the conflicts of toddlers and two year-o s revea e 
that 
adults are . d (R s Tesla Kenyon not always consistent in the way they mtervene os , ' ' 
~ Lollis · 
. ' 1990; Russon Waite & Rochester 1990). Some researchers argue that this 
I , ' 
neon . 
sistency · ffl · ness implies that 
. m the reinforcement of behaviors and concepts O alf 
direct 
rnodeling of adult behavior cannot be an adequate explanation for children's 
acq . . 
Uisnion · h t 1990) 








llrces of ex . 
. penence, such as peer interaction, are more likely explanations 
(K.11len & N 
Ucci, 1995). y 
hus, children must be given opportunities to interact and 
cornrn . 
un1cate with h . . . 
2 ot ers when poss1ble, especially dunng peer conflicts (De Vries & an, 1994. G . . 
' enishJ & DiPaolo, 1982; Killen & Turiel, 1991 ). 
Since ces . . 
sat1on strategies are aimed at terminating conflicts, they serve to 
tenn· 
lnate opport . . . 
unities for children to interact and communicate with one another. If 
children's d 
. evelopment of morality and conflict resolution skills are ultimately most 
influe 
need by th . . . . . . 
eir dlfect expenences in real-life peer conflict situations and 
knowledge abo . 
ut them are constructed by the children through these expenences, then 
cessat· . 
ion strategie · h"ld ' s are not the most effective strategies for promotmg c 1 ren s 
deve1 
opnient . h 
m t ese areas. 
By cont · · ·1d rast, non-intervention provides this opportumty for chi ren to 
cornrnu . 
n1cate and . . d"ffi 
Interact with one another and to work out thelf own 1 erences. 
IIow 
ever, th . . 
ere may be times when children are not able to do this on thelf own. For 
ex.ample, o . . a 
y ung preschool children who are beginning to develop thelf understandm.:, 
about 
(Can-.-
Others' pe . · d · er conflicts rspect1ves tend to use more insistent behaviors urmg pe 
·•1..1 as 198 k. & 
1'h ' 4; Caplan, 1991 ; Laursen & Hartup, 1989; Phinney, 1986; Sac m 
elen, 1984) s· b . ·stent 
b · mce insistent behaviors tend to be followed Y more msi 
ehav· 
iors . 1 h 
' escalating the conflict (Eisenberg & Garvey, 1981), physica arm may 
result . 
' Jeopard· · ·1d ho are not d izmg the safety of the children involved. Chi ren w 
eve1 0
Prnent 11 · bably also not 
a Y capable of understanding others' perspectives are pro 
able t . 0 
generat . blems in their conflicts. N e mutually agreeable solutions to thelf own pro 
%~ . 
ervent. . ffi ctive way for promotmg 

























s moral and . I 
. socia development. However, adults can help, not by stopping or by ll1]p . 
osmg soluti c: . . . . 
I 
} 
ons 1or the conflict, but by pomtmg out differences in perspectives 
and by h 
elpino ch ·1d 0 
i ren generate solutions to their own problems. 
. S
t







ention in h ·1 
c i dren's conflicts are found in the early childhood education literature 
(.Bayer, Wh 1 
a ey, & May, 1995; Bredekamp, 1987; Britz & Richard, 1992; De Vries & 
Zan, 1994. D . 
' eVnes, Haney & Zan, 1991 ; Edwards, 1986; Hay, 1984; Killen & Nucci, 
1995. IC 
' illen & Turiel, 1991 · Kostelnik, Stein & Whiren 1988). Consistent with 
\r ' ' 
Ygotsky•s th . . 
eoiy of the zone of proximal development and ideas of scaffolding as a 
Way to facil .t 
i ate children's development (Tudge & Rogoff, 1990), some educators and 
resear h 
c ers em h . . d. 
P asize the importance of varying the degree of gm dance accor mg to 
then 
eeds and b. . . . . ) fl . a 
a llities of the children involved (Killen & Nucci, 1995 , re ectin.::, 
sen ·. 
S1t1vity to . . 
children's developmental abilities or "developmentally appropnate 
Practice" . . 
(Bredekamp, 1987). Within the context of peer conflicts, helping children 
Und 
erstand th . . . d d 
. e intentions of others and learning to coordinate thelf own nee s an 
intent· 
. ions With those of others, require teacher strategies which foster the type of peer 
interact · 
ion and exchange that promote the growth of this understanding. Such 
Strat . 
egies are · k . . · h. h iew conflict and its m eepmg with a constructivist perspective w ic v 
resoJ . 
Ution as · blem to be managed important parts of the curriculum rather than as a pro 
mev · . 
fles & z · d b mediation strategies an, 1995). Teachers in classrooms dominate Y 
Provid 
e Opp . . . d · t with others by 0 ftunities for children to commumcate an mterac 
advo 
Catino- " . . ·d ff, ing the problem, 
1 . 
0 
a Process of teachers assisting children m 1 en 1 Y 
eg1ti · . . 



































Solutions and the de . . . . 
tennmation of a mutually agreeable solution, and implementina 
~ b 
at decision" (B 
ayer, Whaley & May, 1995). 
Mediation st · 
rategies are also associated with particular types of conflict 
beh · 
aviors in child 
ren. In a study comparing the behaviors of teachers and children 
fi-0111 different typ . 
es of kindergarten programs, children from the constructivist 
classroom 
' Where teachers' use of mediation strategies predominated, ware found to be 
more 11 co aboraf · . . . . 
ive m theIT conflict resolution behaviors and used higher levels of 
neg · 
otiation st . 
rategies than those from the classroom in which cessation strategies 
Predo . 
I11Inated (D V . . 
e nes, Reese-Learned & Morgan, 1991). Since collaborative 
beha · 
Viors are . . . . 
more competent types of behaviors than ms1stent behaviors (Eisenberg & 
Garve 
Y, 1981 · p t II . . · 
' u a az & Sheppard, 1992), and since mediation strategies are 
associated . . 
With collaborative conflict behaviors, they may be the most effective 
Strate . 
gies for fl ·1· · · n· 1 f aci 1tatmg children's development of morality and con ict reso u ion 
SkiJJs. 
The problem 
A.1th d. . I ough there are strono theoretical anruments for the use of me iatmg f. . t::, t::, 
ac1Jitat· 
Ive strategies for teacher intervention in children's conflicts in the early 
~~~ . . 
d curnculum literature (Bayer, Whaley, & May, 1995; Bredekamp, 1987, 
Britz & .Ri 
chard, 1992; De Vries & Zan, 1994; De Vries, Haney & Zan, 1991; Edwards, 
1986· 
' 1-Iay, 1984; Killen & Nucci 1995; Killen & Turiel, 1991 ; Kostelnik, Stein & 
\\!hire ' 
n, 1988) . . sed in infant and toddler , cessat10n strategies are the predominant ones u 
cJas 
sroom . h t 1990) While 
s (Bayer, Whaley & May, 1995; Russon, Waite & Roe es er, · 
teache . 
rs in th · e more frequently to e preschool classrooms were found to mterven 
145 
Promote cornrn . . 
umcat1ons than teachers in kindergarten classrooms, they also used 
rnore redirectio h . . 
ns t an teachers m the kmdergarten classrooms (Kemple, David, & 
Iiysrnith 1996) 
' · The percentage of cessative, directive/restrictive strategies from the 
Bayer et al (1 . 
· 995) mfant/toddler study was 72%. The percentage in the preschool I 
kinctero 
.::,arten study was 37%. 
The percentage of cessation strategies used by teachers showed a decrease for 
Older 
preschool children, indicating that teachers do vary their strategies according to 
the age of h . . 
t e children. However, the percentages from the infant/toddler studies 
(approxi . 
rnately 72% and 65%) are very high (Bayer, Whaley & May, 1995, Russon, 
Waite & R 
ochester, 1990). A study of children's conflicts in the naturalistic classroom 
&eepJay s t · · · ·fi 1 1 t d 
e ting mdicates that teacher-aenerated resolutions were s1gm icant Y re a e 
::::, 
to Conflicts · · · th 
mvolvmg physical harm (Killen & Tunel, 1991). This suggeSts e 
Possibilit h . · lb · h.ldren's 
y t at teachers use cessation strategies to stop physica arm m c 1 
cont1 · 
icts B . · ot · owever, in this study, teacher interventwn strategies were n 
systern · 
aticalJy examined. 
In the Killen & TurieJ (1991) study, if teacher-generated resolutions imply the 
Use of cess f . . . h t cher-generated a zon strategies aimed at stopping conflicts, t en ea 
resolutions f< . 1 that children were not 
or conflicts involving physical harm also imp Y 
as · 
sisted o . d t learn to generate 
r encouraged to see each other's point of view, an ° 
lllutually ao . . . if those problems involved 
.::,reeable solutions to thelf own problems - even 
Physical h . . nding the conflict. If 
arrn Endmg physical harm 1s not the same as e 
teachers ar . . . en they intervene in children's 
e Predommantly using cessatwn strategies wh 
Peer Conf1i . . children to communicate and 
cts, they are taking away the opportunities for 
146 
---- -· 
interact . h Wlt one anoth th b . . er, ere y not promotmg children's development of morality 
and cont1· ict resolution skills. 
Meth ct -==-9 ological is · sues m the research literature 
Conclusion fr . s om previous studies about the effects of children's age on their 
cont1· icts and th e way teachers intervened in these conflicts are difficult because of 
several meth odological problems. First, the behavior sampling and on-site live coding 
methods f 0 observation employed in some studies might yield smaller incidence of 
conflict th an coding fr . . 
om aud10 or videotapes. Some studies employed the behavior 
sam r P mg meth d . 0 of data collection notina any conflict that arose m the classroom 
fr ' 0 
0 ma central p · · · · fl· osit10n of the room (Dawe, 1934). Given the bnef duraaon of con ict, 
the less . . Insistent · d I ' non-escalated conflicts could easily have gone unnottce - n 
addition ' 0th
er conflicts that may have arisen while an observer is taking notes about 
0ne conflict 
were not recorded (Dawe 1934) The frequency of conflicts ranged from 
1 ' . 
Per 8 9 . 
. minutes (Killen & Turiel 1991) and 1 per 3.4 hours (Dawe, 1934), to 1 per 
44 . ' . minutes (C - . orsaro & Rizzo, J 990). Thus, the frequency of conflicts varies 
accord· . tng to the method of data collection. Systematic videotaping of as manY 
lndiv· 
tdual ta · · · these effects 
rget children as possible in each classroom would mmimtze · 
A sec d · l d finition of conflict 
on problem involves differences in the operauona e 
1 
that 
tnakes . d- d"fli It some 
compansons ofchildren's peer conflicts across stu ies 
1 
icu · 
Stud· 1es, ,, 
,o · "" eer or 
" cu5ed on "negative behaviors." Others examined "possesSIOn, p ' 
all'' 
COnflict . . , "d ffying conflicts. for 




-- . Pie, a r . . f other typically signals the p otest or resistance to the action or macuon ° an 
onset f . d. . f o COnf!" . - I d by a clear tn icatton o 
ict (Hay, 1984). The end ofthe event is signa e 
147 
the resol . ut1on or n . . . . . on-resolution of the topic of dispute, when the topic 1s dropped and 
n· either part . Y contmues to pursue that issue, or when there is a change in topic (Dawe, 
1934· E . ' isenbero & G 
::, arvey, 1981; Killen & Naigles, 1995; Killen & Turiel, 1991). 
Som e research . ers employ a 10-second interval in which neither party contmues to 
e issue of dispute, to signal the end of the conflict event (Laursen & HartuP, pursue th . 
' usson W · · f fl. 1989· R ' aite & Rochester, I 990). Others use a change in the topic o con ,ct 
to signal a . . . new confhct (Dawe, I 9 34; Killen & Naigles, I 995; Killen & T unel, I 99 l) 
' even th h h'ft · l th Thus 









oug no time lapsed between a shift in the issue, any s 
I 
s,gna s e 
new conflict event. Consider the following example: 
[Sally adds blocks to Bobby's structure] 
Bobby: NO! [The block falls off] 
Sally: [ continues to put block on structure] 
Bobby: NO-OH' I don~ need it' [Forcefully takes the block off her 
hands] 
Sally: [pushes him] 
Bobby: [hits her J 
Sally: [cries -- goes off to tell teacher] 
l h 
r before Sally gets 
Bobby [ sees her] Miss P, Sally's hitting [ tel s teac e 
there] 
Teacher: [looks over; does nothing] 
[
reporting situation] 
Jenny: [a bystander] Sally messed that up tander continue their play] 




















The cont1· t 
ic started when Sally added blocks to Bobby's structure. Bobby 
Protested th 
. at action ( tum 1). The issue of dispute here is about play ideas. Sally 
ignored Bobb , 
Y s Protest (tum 2) and the conflict continued with another protest from 
Bobby (turn 3). 
. This time, Bobby used force to take the block from Sally (tum 3). The 
issue of d. 
ispute remained the same and no resolution was achieved. However, Sally 
then Pushed . . . 
m retaliation to Bobby's use of force in taking the block from her. She 
Pushed him . . . 
. (turn 4) and he then hit her (tum 5). Sally's push signaled a shift m the 
issue of d. . 
ispute from the original play idea issue to physical harm (pushing). 
f\ccording t . . 0 
some researchers, this shift signals a new conflict event (Dawe, 1934, 
K.ilJen & N: . 
aigles, 1995; Killen & Turiel, 1991). Thus, for these researchers, tum 4 
beco 
mes a . . . . nn· 
new conflict at tum 1 makina this incident account for 2 co ict events. 
' t:) 
This method of identifying conflicts according to shifts in the issue of disputes 
has b 
een Widely used in a number of studies of children's conflicts (Dawe, 1934; Killen 
8' NaioJe f 
. c s, 1995; Killen & Turiel, 1991). It has been helpful in identifying the range o 
issues f 
0 conflict. 
r_r . · d · (Shantz 1987b). As .o.owever children's conflicts are ynam1c , . ' iJJu st
rated i h h · [protest I conflict n t e example above, it is not uncommon fort e issue 0 to v 




n° t th · ·b·1· · .c. examinina the 0 0 e issue of each conflict limits the possi 1 ities 10r ::, 
dyna · 
lhic, ev I · . d h ·t ay elicit teacher . 
0 
vmg nature of children's conflicts an ow 1 m 1nterv 
ention. Th h . 'd ce issues insistence, ese effects are minimized when t e mci en , ' 
escaJ . 
ation . . 1 tudy usina a common ' and resolution of conflict are examined m a smg es ::, 
oPerationaJ .. 




















nd some t d. . . 
' s u 1es mvest1gated children's conflict in homogeneously age-group d 
e classro0 (B 
ms akeman&Brownlee 198?· Russon Waite&Rochester 1991· 
Corsaro & Ri ' -, ' ' ' 
zzo, l 990). Others observed children in mixed-age classrooms (Bayer, 
Whaley & M 
ay, 
19
95; Dawe, 1934; Genishi & Di Paolo, 1982). Some studies only 
examined the c . 
onflicts of infants and toddlers (Russon, Waite & Rochester, 1991), 
While Otb 
ers observed in different classrooms with children spanning from 2 to 5 years 
of age (BaJc 
eman & Brownlee, 1982; Killen & Turi el, 1991 ). Conclusions about the 
effects of aoe . ' . . . 
0 
on children s conflicts can only be mferred by piecmg together the 
find· 
Ings of all h . 
t ese different studies. They are severely marred by study to study 
variaf . 
ions In b . . . (2 " 0 
servat1on methods and settings. Exammmg all three age groups , -', 
and 4 
Year-oJd ) · d Id k 
. s m homogeneously grouped classrooms in a single stu Y wou ma e 
1nterp 
retatio . . fl' 
ns Possible for the effects of children's age on thelf peer con icts. 
Fou h · · al' · 
rt ' previous studies of children's conflicts conducted m the natur iStic 
classroom . . 
setting tyPically used between one and three classrooms, countmg all 
ContJ· 
Jets observ d . . . . . h .d 11 suited to assess . e Within a given time penod. Althoug i ea Y 
indiv·d 1 
UaJ di A-' . . J · I flict events for J.Ierences, this method permits the add1t10n of mu tip econ 
sollJe 
Children t ·b'J' f over representing 0 the data set thereby increasing the poss1 1 ity 0 
these. . ' 
individuals. 
b. d ·th the on-site live This method of data collection, com me wi Cod· 
Ing Ihethod f . . . f r representing the more 0 observation increases the possibillty o ove 
~rjd . 
exa 
ent contJ . . f non-independence is icts of conflict prone children. This problem 0 
Cerbated h . se the data then over 
repr w en teacher interventions are of interest becau 
esent th . . d n These effects are 
. e responses of teachers to these particular chil re · 
Illini fh · · 11 
"!
1












so th t a each child has . 
A.Ithou h equal opportunity to contribute to the data pool. 
g sorne h·1 
c i dren may still b . . 
PooJ, the e involved in more than one conflict in the data 
chances f 
o over-repres t . b . 11linim. en ation Y conflict prone children is greatly 
ized Wh 
en only one c fl . 
admitted on ict event generated by each target child observation is 
for anal · Ys1s. 
Conclusions 
Althouoh . 
o studies have b . . Child , egun to investigate the role that teachers play in 
ren s dev I . 
e 0 Pmg confl · · · teach , ict resolution skills, there are still many aspects of the 
ers roJ 
e that need fu h . . . 
tw
0 
. rt er investigat10n. Examination of previous studies revealed 
Illain 
gaps in the re 
of c . search about the role that adults play in children 's development 
OntJict r 
esoJution k ·11 
Child s i s. The first involves limited information about young 
ren ' 
s Peer confli 
Presc cts and teacher interventions in these conflicts. Although 
hoo1 ch ·1 
l dren 's . . . . . 
age peer conflicts have been exammed m numerous previous studies, 
var· . 
iations b etween 2 d 4 . . . h . . hav an years in children 's conflict and teac er mtervent10n 
e not b 
~~ - . 
rnmed together in a single study in the naturalistic classroom settmg. 
A. second . . . 
Ste gap comes from the limitations of previous studies. These limitat10ns 
11] & 
Oll} srnalJ sa . . 
site c rnple sizes (1 to 3 classrooms), non-independence of data, and on-
Oding of . 
Wh conflict behaviors. The problem of non-independence is exacerbated 
en te 
acherinterv . h 
res entions are of interest because the data then over represent t e 
Ponses o f teach . . . . 
cJ ers to high conflict children. Conducting observatwns m more 
assroo 
ms aero · · f ff 
c
001
d ss rnore age groups, using a common operational defirnt10n o con ict 
reduce the . 
lllor se problems. Systematic videotaping of target children can enable a 
e colll 
Plete re . ·ld · presentat10n of conflict events. Observing chi ren m 
151 
homogeneous! . . . Y age-grouped classrooms and adm1tung no more than one conflict per 
child to th d . e ata pool would make it easier to draw conclusrons about developmental 
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2 year-olds 3 year-olds 
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Conflict I ssues 






b1cal Hrm. 1 .4% (1) 












22.73 b 2 
onvention 1.4% (1) 5.6% 
(7) 5.6% (7) 











26.4% (I 9) 21.4% (27) I 4.5% (18) 4.35' 2 0. JI 
J.4% (I) 9.5% (12) 9.7% (]20) 5.27' 2 0.07 
26. I 4% ( I 9) 33 J% ( 42) 47.6% (59) I 012° 2 0 01' 
Resolut· ion 
Insist ence(M) 2.82 
2.04 
11.t 2/319 o.oo* 
2.42 
'o LI9 1.06 1.os 
Verall ch· 
"F ,-square value. hJndividual issue versus an aggregate of the other 4 issues. 
ratio c- . ior I . * ns1stence. 
Q s 0.05 
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Table 2 . 
Means and Standard Deviations for the Leve\ of Insistence of Conflict Behavior for Escalated and Non-escalated Events Across the 





*p < 0 .05. **p < 0 .01. 
Mean Leve\ oflnsist_enc~ 
2 y_ear-o\dsa 
3 .53 (.96) 
2 .57(\ .17) 
10.29 (1,70), p = .00** 
3 year-o\dsb 
2.93 (l.24) 
2 .28 ( .97) 
8 .25 (1,124), p = 0.01 ** 
4 y_ear-o\dsc 
2 .50 (1.42) 
1.96 (l.00) 
F ratio df_ Q 
25 .69 l/320 0.00** 
3 .87 (1,122), p = .05* 
,,., .,., -
Table 3 . 
Means and Standard Deviations for the Levels of Insistence of Conflict Behavior for Escalated and Non-escalated Events Across 




3 .87 ( .35) 
3 .50 (.51) 
Mean Level of Insisten_q_e_ 
3 year-o\dsb 
3 .69 (.48) 
3 .00 (.00) 
Escalated 
Non-escalated 
F(df)~ Q 5.8 (l,35), p = .02* 5 5.5 (\,37), p = 0 .0** 
8 n =37 . bn=39 . cn=25 . <ln=l. 
*p < 0.05 . **p < 0.01. 
4 year-oldsc 
3 .78 (.44) 
3.19 (.40) 
F ratio df p 
43 .07 l / 99 0 .00** 
11.6 (l,23), p = .00** 
\Q 
"" -
------ ---- - -- - - -- ----------
Table 4. 
Percentages of the Frequency and Strategy of Teacher lntervention, and the Means and Standard Deviations for the \atency of 
Intervention Across the 3 Age Groups. 
2 year-oldsa 
Intervention (%) 51.4%(37) 
Latency (seconds) 8 .97s.(37) 
SD=9.95 
Mediation Strategy 16.2%(6) 
an= 72. bn = 126. en= 124. 
*Q S 0. 05 level. 
3 year-o\dsb 4 year-o\dsc 





·x.2(2) = 20 .6s 
Linear Assoc.= 19.78 
F(2,98) = 6.47 
Linear Assoc.= 12.55 
x2(2) = 3.01 










Table 5 . 
Means and Standard Deviations for the Latency of Teacher 1ntervention for Escalation, Solicitation and Issues of Conflict Across the 3 Age 
Groups 
I ,-v,u.a ~ yvu,-v,u.a F ratio df p 
Latency for 3 Age Groups 
2 year-o\ds• 3 year_,...\,t.,b i1 uQ••_:,,r_n\AC!-c 
Escalation ll.36 \ / 99 0 .00* 
Escalated 14.80 (l 1.92) 23.46 (19 .64) 28.33 (19 .9\) 
Non-escalated 5.00 (5.84) 12.27 (9 .66) \8 .3\ (16.69) 
Solicitation 42 .58 \ I 99 0 .00* 
Solicited 5.00(.i 29.33 (17 .33) 30 .75 (16 .32) 
Non-solicited 9.08 (10 .07) 10 .07 (7 .99) \3.77 (16 .33) 
Issues 0 .65 4 / 96 0 .63 
Physical Harm 5.83 (7.55) 23 .00 (24 .27) 9 .00 (9 .85) 
Psych. Ham1 18 .00 ( . i 15 .25 (11.87) 29 .00 (. i 
Distribution 9 .24 (10 .58) 16 .29 (16.48) . 22.00 (17 .34) 
Play ideas 0 .00 15.86 (10 .14) 19.00 (21.68) 
Social Conv. 11.00 (. i 10.25 (6 .18) 37 .00 (22 .00) 
Physical Ham1 5 .33 l / 99 0 .02* 
Yes 12 .56 (1 5.4) 28 .25 (23 .38) 25.60 (23 .20) 
No 7 .82 (7 .49) 12 .84 (9.50) 2 1.00 (1 7.31 ) 
•n == 37. bn == 39. en== 25 . dn == 1. 





1St1c Reor . 




~ B S.E. Wald df Sig. R Odds ratios 
level of Educ 
0.64 0.28 5.21 0.02* 0.17 1.90 
Years f 
1.06 
0 experience 0.06 0.06 0.95 0.33 0.00 
~ -0.02 0.28 0.01 1 0.93 0.00 0.98 
* . 
S1gnjfj 
!Cant at 12 S 0.05 
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TabJe 7 
of Mediation Strateo-ies Used b Teachers in the 8 
-- Centers 
1 2 -, 4 5a 6a 7 8 .) 
0% 0% 0% 10% 50% 52.9% 21.4% 18.2% 





anson of the Percentao-e of Mediation Strate ies in Accredited and Non-
~
------ Mediation X 2 df p 2's 
Accredited 44.4% (4) 6.98 1 0.01* 




Accredited 61.5% (8) 8.67 
Non-accredited 15.4% (4) 
4 's 
Accredited 42.9% (3) 5.22 1 
0.02* 
~accredited 5.6% (1) 
*s· 




Fre u · . 
enc1es of C . 
onflict for Selected Studies with Children 5 Years and Under. 
Studies 
Age # Classes Time # Conflicts Frequency 
(M yr.) # Children Observed of 
Setting 
.Bakernan-=~~ ==== !Jr~aD;no-~_ e~= ==========~~n[lfl~ic~t 
& l3r0 classroom 1 :6 1 113 min 192 1 I 5.1 min 
1982 Wnlee freeplay 1 - 2 12 
3:8 1 77min 79 1 I 11 min 
3:4 - 4:0 12 
Bayer 
WhaI;y & classroom 
May, 1995 freepiay 
1:6 1 720min 274 112.6 min 
~ 0:6-3:0 
Corsaro~- - -----------------::--:-:--=-----:-




0) freepJay 2: 10 - 4: 10 50 
1934 freeplay 3:6 






1991 indoor & 
3 to 5 
3:7 
1 
3525 min 200 113.4 hr 
630min 189 1 / 3.3 min 
570min 61 1 I 9.3 min 
Schoo] A. ~~or_r _______ lll8L----::-::--::---~~11 l/ 13.66~m;T;in 
OnJy laboratory 15 min 201 





;;3--111/~8~.9~m;in 1'urieJ freeplay J: lO 3 J710min 




~ , ------------=~=--114~4tlll/ 3.3.33-;:m;in vva 480min lte & 1:2 1 
1{0chest classroom 
l 990 er activities 
1.0- 1:3 12 
:~ p =-=============== 11 ( Ofted 
schooJ · 




Se/ruan 's . 




. Pinental levels 
0 lnte Interpersonal negotiation 
Tpersonal ~ Interpersonal negotiation 
strategies in the 
Self-transformino-
negotiat · 
Ion strat . eg1es 
---==== 





-== ====~ ~n~ennt~aUJt1LQ·o~n======~OQrjri~enrut~ati;tioQJn[L=== 
~ Use of impulsive, physical 
force to get selfs goal; 
grabs, verbally drowns 
out other's wishes 




responds with robot-like 
obedience 
Makes weak tentative 
initiatives; readily gives 
into other; acts victimized; 
Use of willful one-way 
orders to control other 
for selfs way; orders 
others, employs one-way appeals to source of 
------ fairness perceived power from 
leve12 _______________________ Qpo~switMiownuou.fl!h~elw.pl!!,e~sswn~ess 
Re · u tr ~ ses iendly persuasion, Asserts selfs wants but 
seeks allies for support of makes these secondary to 
selfs ideas, goal-seeking other's wants; follows but 
through impressing other offers input into other's 
with selfs talents, lead, confronts marked 
knowled0 e ... 
Anticipates and integrates possible reactions of other to 
selfs suo-gestions balances focus on relations with focus 
C ' 
on selfs concrete goals, negotiate with a view to 
relational consistency over time. ~ --=============== 
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-----·· 
'f abJe 11 
Variaf · 
E: .ions in the S . . 
I Xarumin the R 
1 
ettma O erat10naJ Definition of Conflict Used Method of 
~ 0 e of the Teacher and the Observed Fre uenc of Teacher 
Studies WI 
~ age(Yr.) 




Setting & Frequency Frequency Teacher 
Role of teacher of conflict of strategies 
ex?mined_ intervention examined 
F reepla~y=_.=====1=/=6=. s=m=in====='t~od~d=le"""r""'s:=======n=o=n=e== 
. Vs 3:8 
(l :o _ 2.0
) Intervene 
(') · vs o 
vs 
1 I 12.5 min 
20% 
pre-K: 
11% .) :4 - 4:0) . R 
i;'--_ not intervene (113 vs 77 min 
Bayer --------=--_____ _.1nc1..19~2~v~s0.729L) ---~----;-;--:=-
WhaJ;y & !reeplay 1 12_63 min 49.3% call, stop, 
Rochest~r , md_oor rule, why, 
1 :6 ' 90 activities: (720 min, ask, to do, 
0:6 _ 3.0 
Intervene n = 274) tell, peer 
l<ernpJe · or~n~oL!ct....!I!!ntvIB_. ------------:---:~-:=::a-~v:01:,c:e·;;::--
I)avjd, &: CJ~ssroom na J / 3.3 mina disruptive, 
Hysmith , activities: restrictive, 
90 p · facilitative. I> ' nvate, Head 
~e-I( & Start, & public. 
Kinder Fosterina peer 
t> · arten · 0 
... \.
111en & mtera:i_ccJti~·own~s------------:~;;---~;;;,---....., I ; = 38% • none J. llrieJ, '91 n outdoor 1 / 9.3 min ° 
freeplay. (570 min, (5o.4%/ 
~-ch001 A. :bresence _I n = 61) 
.) . 7 sence: mtv. / 
(2 : 1 o _ 3 . 8) !!.Qtinngte~rv~e~nl!=e:Qd __________ :no:;t~s;:tu~d~ie~d---;;n~on;e~--. Laboratory: J / 3.6 min 
48 triadic (720 min, 
sessions. n = 201) 




13, C. In I outdoor 
· 0 freeplay. 
2· 1 I t 1( · 0 - 5: 1 n ervened or 
J / 8.86 min 
(1710 min, 
n = 193) 
Llsson not intervened 
:aite, & Classroom 1 / 3.3 min 
27. 3% 






~chester activities ( 480 min, 
~ ~ :========~n~-==:1:44~)~ = ========1;io~i~n~in!Z>g-~in~.=-
b quency rc: 
a~alculated ;:.r all teacher interventions . " eer conflict behaviors: protests 
d Shar· om 2 reported cateaories of "negative P ing. :::, 
163 
13aye W r, 
haley 
& 'L.- ' .tv1ay 
(1995) 
13aJc 
13 eznan & 
1:6 
(0: 6 - 3: 0) 
Methods of data collection 
Transcripts for coding generated 
from two 20-minute videotaped 
_samples taken per focal infant, 
m the classroom setting Identified 
all peer social encounters, then 
sub cate0 ories of these encounters. 
4 remote controlled pan-and-tilt 
video cameras & 7 microphones 
were used to tape thirty-one 2-hour 
segments of children in classroom 
freeplay activities. Six 2-hour tapes 












: O) Several target children were 
observed each day in random order 20% 
----- r" for periods of 5-minutes each. 
tr ~ - 4 .· 0) 11 % (\, - recorded. o . elllpJ ~-=-.,._ __ ...!.9&!..!:~-----------'~~-
lll. e 







S he (199I) 
C Oo] A_ 
& 
kindergarten 
pre-k) for three 30-min periods 
during freeplay, using event 
sampling, producing a total of75 
transcripts of teacher involvement 
in eer interactions. 
Transcripts for coding generated 
from 30-minute observations of 
3: 7 all social conflicts, between 
(2: l O - 3: 8) T & c & between peers, during 
3· 6 fr 1 
38% 
9% 
S · indoor and outdoor eep ay, 
chooJ C (2 : 10 - 4: 9) using running narrative records, 





chooJs (.> : 5 - 5: 1) 27.3% 
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